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ABSTRACT
PROGRAM PRACTICES IN AN URBAN SCHOOL DISTRICT FOR SERVING 
STUDENTS IDENTIFIED AS EMOTIONALLY DISTURBED IN THE LEAST
RESTRICTIVE ENVIRONMENT
Leigh L. Butler 
Old Dominion University, 1999 
Director Dr. Stephen J. Tonelson
This research examined current educational practices utilized by administrators 
and teachers to provide services to students with emotional disturbances in an urban 
school district in the least restrictive environment. In addition, training needs to improve 
the delivery o f education services to students identified as emotionally disturbed also 
were identified. Data was gathered through the use of a survey and was expanded through 
focus group interviews. All schools in the urban school district which provide services to 
students identified as emotionally disturbed were requested to participate in this research. 
Surveys were distributed to special education and regular education teachers who 
provided services to students identified as emotionally disturbed.
The collected data served two purposes. First, the data assisted in the 
identification and operationalization o f factors which are regarded as “best practices” for 
the successful “inclusion” o f students identified as emotionally disturbed into the least 
restrictive environment. Second, the data gathered assisted the school system in: (a) 
identifying the practices they use to serve students identified as emotionally disturbed; (b) 
determining the effectiveness o f  current practices utilized on student outcomes as 
identified by teachers; and (c) identifying staff development training needed to assist in 
the school district fulfilling the goals o f IDEA 97 and GOALS 2000.
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Since the turn o f the century, the educational system in the United States has 
struggled with how to provide all students with equal educational opportunities. In 1972, 
legislation was introduced in Congress to provide a means to protect the over one million 
students with disabilities in the United States who were excluded from the public school 
system or whose needs were not being fully met. This legislation was passed in 1975 and 
was known as The Education o f All Handicapped Children’s Act, Public Law 94-142 
(amended in 1990 as PL 101-476 and again in 1997 as PL 105-17). This law focused on 
providing students with disabilities access to a “free and appropriate public education” 
(FAPE) in the “least restrictive environment” (LRE) and due process procedures to 
address any grievances regarding the implementation of the individual education plan 
(IEP) (PL 105-17, 20 U.S.C. § 1400).
Each year, an increasing number of students are identified as eligible for special 
education services. In it’s 1996 report to Congress, the U.S. Department o f Education 
reported the total number o f  students receiving special education services in 1990 as 
4,361,751 or 9.3% o f the total population o f students enrolled in public or private schools 
between kindergarten and twelfth grade. By the 1994-1995 school year, the total number 
ofall students receiving special education services increased to 4,915,168 or 9.8% o f the 
total population o f  students enrolled in public o r private schools between the grades 
kindergarten and twelfth grade. O f the total number o f students receiving special 
education services in 1990, 390,764 or 8.9% were identified as seriously emotionally
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disturbed (SED). Of the students receiving special education services in the 1994-1995 
school year, 428,168 or 8.7% were identified as SED. The total number o f students 
identified as SED increased 9.6% between the 1990 and 1994 school years.
Recently, the demand for accountability and improved educational outcomes for all 
students in the United States has risen. The thrust o f these increased standards are based in 
the eight national education goals in Public Law 103-227, Goals 2000: Educate America 
Act. Specifically, Goals 2000 requires a high school graduation rate of 90% and for 
graduating students to be “competent” in core subjects such as English, math, and science. 
In the 1998 State o f the Union Address, President William Jefferson Clinton emphasized 
the need for nationwide standards for till students, an end to social promotions, and a safe 
environment conducive to learning for all students. For students with disabilities, these 
same standards and desire for improved outcomes were reflected in the summer of 1997, 
when Congress made significant amendments to the Individuals with Disabilities 
Education Act (IDEA), PL 101-476. Specific changes to IDEA included, providing on­
going professional development for all staff, requiring states to develop formal procedures 
to assess students with disabilities just as they would non-disabled students, requiring 
states to report the results o f the formal assessments o f students with disabilities just as 
they would those o f  nondisabled students, and delineating specific procedures for 
addressing students with disabilities who pose discipline problems and/or who committed 
crimes involving drugs or weapons.
Besides ensuring students access to free and appropriate education services and 
providing procedural safeguards to protect students and their parents, one o f the goals o f 
the 1997 IDEA is to meet the students’ unique needs and prepare them for “employment
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and independent living” (20 U.S.C. §1400). IDEA provided thirteen disability categories 
under which a student could be identified as eligible to receive special education services. 
One o f  those categories was seriously emotionally disturbed (SED). Students identified 
with SED often manifest characteristics that many parents and educators do not wish to 
include in the educational setting including poor academic performance and disruptive 
behavior. Students in this category also have had unsuccessful postsecondary outcomes in 
areas such as academics, employment, and independent living (Kauffman, Lloyd, Hallahan, 
& Astuto, 1995; U.S. Department o f Education [USDOE], 1994, 1996). Given that 
Congress identified high school graduation as “an important predictor of postsecondary 
success for youth with disabilities,” the outlook for this population o f students is poor.
Improving outcomes for all students clearly is a priority for school systems. 
However, while improving outcomes for students identified with SED is a priority, it also 
presents many challenges for schools systems. As research has indicated (Csapo, 1984; 
USDOE. 1994), graduation is vital to later student success. The research also has shown 
that for students with SED, graduation occurs at a rate o f less than 50% (USDOE, 1994). 
However, this rate increases when students remain in the regular education setting and are 
not excluded from their peers (Meadow, Neel, Scott, & Parker, 1994). Thus, it is the goal 
o f this paper to address one area o f concern for educators o f students with emotional 
disturbances, namely, the successful placement and participation in the least restrictive 
environment— the general education classroom. This goal will be accomplished through 
the identification o f program practices utilized to serve students with emotional 
disturbances in an urban school setting. Additionally, teacher training needs will be 
identified for the purpose o f  improving the program practices.
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The purpose of this first chapter is to provide an introduction and overview of the 
current issues regarding education services to students with emotional disturbances in the 
least restrictive environment. Included in this discussion is the identification o f special 
education services delivery options, legal interpretations regarding implementation of 
special education services, and notable movements in education that have influenced the 
structure o f the special education system. Additional topics reviewed in this chapter 
include practices for effectively serving students with emotional disturbances in regular 
education classrooms, outcomes for students with emotional disturbances, and barriers 
that impede the success o f students with emotional disturbances in the general education 
classrooms. Finally, discussion focuses on the increasing challenges facing urban school 
districts attempting to provide effective services to students identified with emotional 
disturbances.
As stated, chapter one o f this dissertation provides an introduction to special 
education services, defines the problems associated with providing appropriate services to 
students identified with emotional disturbances, outlines the purpose o f  the study, 
discusses the significance o f the study, and provides definition o f  terms. Chapter two 
provides a review o f the research related to the education o f children with emotional 
disturbances. This chapter addresses areas of: identification for eligibility; service delivery 
options; legal interpretations of the implementation of special education services; 
movements to alter the structure o f special education; practices for effectively serving 
students with emotional disturbances in regular education classrooms; outcomes for 
students with emotional disturbances; and, barriers to success for students with emotional 
disturbances. Chapter three explains the design of the study. Chapter four is a presentation
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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of the results of the data analyses and chapter five provides a summary o f the study results 
and recommendations for further study.
Through a literature review this research identifies current educational practices 
considered to be “best practices” for successfully serving students with emotional 
disabilities in the least restrictive environment. Through the use o f  a survey, actual 
practices that are utilized by administrators and teachers to provide services to students 
with emotional disturbances in an urban school district are identified. In addition, teachers 
identify their training needs to improve the delivery of education services to students 
identified as emotionally disturbed. This information describes for the school district 
components that have been identified as “best practices” which are not being utilized in the 
delivery o f services for students who are emotionally disturbed. Also, staff development 
training needs are identified. This information will assist the school district in developing 
procedures for fulfilling the goals o f  IDEA 97 and Goals 2000.
BACKGROUND
In 1975, Congress passed the Education for All Handicapped Children Act (EHA), 
Public Law 94-142. In 1990, this law was amended, reauthorized, and renamed the 
Individuals with Disabilities Act (IDEA), Public Law 101-476. In 1997, this law again was 
amended and reauthorized as Public Law 105-17. The EHA provided students identified 
as handicapped with four basic rights:
1. All children suspected o f  a  handicap would receive a thorough assessment o f  the 
nature and degree o f  the specific disability suspected, in a nondiscriminatory manner, with 
no single measure being the sole criteria, in the child’s native language or mode of
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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communication, unless clearly not feasible, with instruments validated for purpose being 
used, and performed by a multidisciplinary team (Regulation 300.532);
2. All handicapped children would have the right to a free education, appropriate 
for each child (Regulation 300.4);
3. Placement in the “least restrictive environment” to the maximum extent 
appropriate, handicapped children are to be educated with children who are 
nonhandicapped (Regulation 300.550); and
4. The provision o f supplementary aids and services to help insure the success o f 
the program, including services such as; speech, occupational, and physical therapy, 
psychological services, recreation, and counseling services (Regulation 300.13).
To guarantee these rights, two procedural safeguards were developed, the Individual 
Education Plan (IEP) and “Due Process” procedures for parents (Arena, 1989).
An emphasis o f PL 94-142, the first of the contemporary laws passed by Congress 
to benefit children with disabilities, was that students identified as handicapped must 
receive services in the least restrictive environment (LRE) in regulation 300.550. This 
regulation states,
Each public agency shall insure: (a) That to the maximum extent appropriate, 
handicapped children, including children in public or private institutions or 
other care facilities, are educated with children who are not handicapped; and
(b)that special classes, separate schooling or other removal o f handicapped 
children from the general educational environment occurs only when the nature
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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or severity o f the handicap is such that education in regular classes with the use 
of us of supplementary aids and services cannot be achieved satisfactorily.
This landmark legislation o f PL 94-142, passed in 1975, is considered by many to 
be the foundation for current special education services and for educating students with 
handicaps in the “least restrictive environment”. However, this is not the case. In 1914, 
Wallin, a leading advocate o f education for students with disabilities, struggled with the 
practice o f segregating students with disabilities from their peers. While he ultimately 
believed the benefits o f educating students with disabilities in separate classrooms or 
separate schools exceeded the negative aspects of segregation, Wallin was concerned with 
the drawbacks of separation (i.e., lack of interaction with non-disabled peers, poor peer 
role models, and poor self-esteem). Even so, removal from general education classrooms 
and placement in special segregated classrooms and schools continued to be the accepted 
intervention for students with disabilities (Pratt, 1920; Wallin, 1914).
The system for separating children with disabilities from the peers became more 
formalized in the early 1960s when Reynolds detailed the framework in which services 
were provided to “exceptional children”. In his 1962 article, Reynolds summarized the 
programs available to provide services to students with disabilities. He described the 
services as a “hierarchy” in the shape of a triangle. The base o f the triangle, where most 
services were provided, was the “regular classroom in the schools,” with most o f the 
services provided by the regular classroom teacher. This hierarchy continued to include 
services such as “regular classroom with consultation,” “regular classroom plus resource 
room service,” to “residential school” and finally, “hospitals and treatment centers”. This 
triangle bas come to be known as the “continuum of service delivery options” .








Full time self-contained efa-s*
Part time sclfcontaincd class
General education with resource room services
General education with supplemental teaching or support
General education classroom with consultation
General education classroom with out support
In 1968, Dunn expressed his dissatisfaction with the overrepresentation of children 
from “poverty, broken and inadequate homes, and low status ethnic groups” into special 
class placements. Dunn wrote, “Separating a child from other children in his 
neighborhood-or removing him from regular classroom for therapy or special class 
placement-probably has a serious debilitating effect upon his self image” (p. 9). These 
sentiments were echoed by Deno who in 1970, suggested that special educators should 
have as their ultimate goal to provide regular educators the skills to effectively teach 
students with handicaps, so that the students might remain in the mainstream and thus 
alleviate the need for special education.
In the 1954 case o f Brown v. the Board of Education, the U.S. Supreme Court 
made the historic ruling that stated that separate education for students was not equal 
education for all students. Thus, segregated schools were-not acceptable. The court
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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made that decision based on “the effect o f segregation itself on public education”. This 
ruling against segregated education had a tremendous impact on the delivery o f services to 
special education. During the 1960s and 1970s, numerous laws were passed in order to 
improve educational services to students in poverty and with disabilities. In 1982, the 
U.S. Supreme Court was called upon to decide it’s first case in relation to the 1975 
Education of All Handicapped Children’s Act, PL 94-142. This case, Board o f 
Education o f the H endrick Hudson Central School D istrict, W estchester County, el al. v. 
Rowley was initiated in relation to a 1978 Individual Education Plan (IEP) for a hearing 
impaired student. The parents contended that while their child was receiving better than 
average grades and was progressing from grade to grade, she would achieve even greater 
success with a qualified sign-Ianguage interpreter. The child was placed in a general 
education classroom with supplemental services which included a special hearing aid and 
additional instruction from tutors. The court held, “If the child is being educated in regular 
classrooms, as here, the IEP should be reasonably calculated to enable the child to achieve 
passing marks and advance from grade to grade” (p. 177). Additionally, the court held,
“We therefore conclude that the ‘basic floor of opportunity’ provided by the Act consists 
o f access to specialized instruction and related services which are individually designed to 
provide educational benefit to the handicapped child” (p. 201). Since this landmark case, 
the judicial system has reviewed specifically the requirements and limits o f the least 
restrictive environment clause in IDEA.
Following the Rowley case in the early 1980s, several court decisions focused on 
the precedent o f “educational benefit” when determining whether students with 
disabilities were being educated with nondisabled peers to the maximum extent possible.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
These cases include Springdale School District v. Grace 1980, Tatro v. State o f Texas, 
1980, and Campbell v. Talladega City Board o f Education, 1981. In each of these cases, 
the Courts reviewed the procedural aspects o f  the Public Law prior to the review of 
placement and benefit. Specifically, the Courts asked: (a) Are special education and 
related services provided at public expense, under public supervision and direction, and 
without charge; (b) do the education services meet the standards o f the State educational 
agency, including requirements o f this part; (c) does the education include preschool, 
elementary school, or secondary school education in the State involved; and (d) are 
services provided in conformity with an individualized education program which meets the 
requirements under §§ 121a.340-121a.349 of Subpart C (Springdale School District v. 
Grace, 494 F. Supp. 266, 1980, p.269)?
Once it was determined that a school district was procedurally in compliance with 
the Public Law, the Courts proceeded with the review o f  the least restrictive environment. 
Specifically, the Courts asked each public agency to ensure that:
1. Each handicapped child’s placement: (a) is determined at least annually, (b) is 
based on his or her individualized education program, and (c) is as close as possible to the 
child’s home.
2. The various alternative placements included under § 12la.551 are available to 
the extent necessary to implement the individualized education program for each 
handicapped child.
3. Unless a handicapped child’s individualized education program requires some 
other arrangement, the child is educated in the school which he or she would attend if not 
handicapped.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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4. In selecting the least restrictive environment, consideration is given to any 
potentialharmfiil effect on the child or on the quality o f services which he or she needs 
(Springdale School District v. Grace, 494 F. Supp 266, 1980, p270-271).
More recently, several court decisions have called for more extensive efforts to 
include special education students into general education classrooms. In 1989, the US 
Court of Appeals for the Fifth Circuit heard the case o f Daniel R.R v. State Board of 
Education. In making a decision related to the issue o f the least restrictive environment, 
the court focused on three elements to evaluate whether the special education placement 
met the least restrictive placement requirement of IDEA. These three elements were:
1) Can the student be educated in the regular classroom, with or without 
supplemental aids and services?
2) Will the student benefit academically and/or socially from placement in the 
regular classroom?
3) Will the child’s presence have an adverse eflect on the rest o f the class?
Given the characteristics o f  students with emotional disturbances, the third element is 
extremely significant when trying to provide these students educational services in the 
least restrictive environment as possible. After reviewing the procedural aspects o f the 
Public Law, the court focused on the third element when rendering it’s decision, the 
amount of disruption caused. The Court stated,
Where a handicapped child is so disruptive in a regular classroom that the 
education o f the other students is significantly impaired, the needs o f the
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
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handicapped child cannot be met in that environment. Therefore, regular 
placement would not be appropriate for his or her needs (p. 1049).
Judges hearing cases following Daniel R.R. (Greer v. Rome City School District, 
1991, Oberti v. Board o f Education, 1993, Mavis v. Sobol 1993, Sacramento City 
School District v. Rachel H., L994, and Clyde K. v. Puyallup School District No.3, 1994) 
considered the same elements when determining appropriate placement in the least 
restrictive environment. However, in Greer v. Rome City School District, 1991, the court 
considered another component. This component was cost. The court stated,
The school district must balance the needs of each handicapped child against the 
needs of other children in the district. If the cost o f educating a handicapped child in a 
regular classroom is so great that it would significantly impact upon the education o f other 
children in the district, then education in a regular classroom is not appropriate, (p. 697)
In an effort to fulfill Deno’s goal of eliminating the need for special education, 
there have been two major movements in education which have advocated for changes in 
the delivery of special education services since the 1980s. These movements are the 
Regular Education Initiative (REI) in the mid to late 1980s and the Full Inclusion 
Movement beginning in the late 1980s to the present. Just prior to the REI movement, 
Stainback and Stainback (1984) called for the unification o f the education system (e.g., 
general and special education) for two reasons. The first reason addressed the concept that 
there are students who could not be simply categorized or identified as either “special” and 
“regular”. Rather, Stainback and Stainback asserted that each student is unique and 
different and rnustEe considered individually. Thus, there was not a need for two types of
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instruction. Second, these authors stated that a dual system of education was inefficient 
and a duplication of services.
In a 1986 address Madeline Will, then Assistant Secretary for the Office o f Special 
Education and Rehabilitative Services, U.S. Department o f Education, reinforced 
Stainback and Stainback’s concept o f a merger o f the two systems o f general and special 
education by questioning the effectiveness o f the special education system. Her contention 
was that philosophically, the basis for special education was founded on the belief that 
students with special needs could not be served effectively in general education 
classrooms. This belief resulted in special needs students being removed or “pulled-out” 
of the regular classroom to receive instruction. In Will’s opinion, this teaching approach 
was unsuccessful and posed a barrier in and o f itself to the success o f students with special 
needs. Will continued her speech by stating that school administrators at the building level, 
must be provided the authority to identify the needs of all o f their students (both general 
education and special needs students) and to address those needs with the staff, resources, 
and programs the administration identify as appropriate. Additionally, these school 
administrators must be able to address those needs without being tied to special programs. 
Many claim that speech served as the foundation for the Regular Education Initiative 
(REI).
During this same time period, the Excellence Reform Movement in education was 
calling for higher standards, with improved outcomes related to student performance as a 
whole. With the publication o f Bell’s report. A Nation at Risk, individuals in the United 
States began to question the effectiveness o f the U.S. education system. Thus, one o f the 
goals o f the REI was to improve the academic achievement of students with mild to
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moderate disabilities. Following Will’s 1986 speech, heated debate regarding the 
appropriateness and feasibility o f REI occurred between researchers. However, general 
educators and administrators in the field were relatively silent (Kauffman, 1988, 1989; 
Singer, 1988). As Semmel, Abernathy, Butera, and Lesar (1991) noted, “The REI debate 
is a phenomenon primarily restricted within a special education policy and academic 
context (p. 11). Many claimed the major purpose of the REI ( Fuchs & Fuchs, 1994; 
Webber, 1993), was the merger o f the administration o f the two education systems 
(regular and special) and thus the merger of the two funding systems, not so much the 
manner in which services were provided. Other authorities (e.g., Braaten, Kauffman, 
Braaten, Polsgrove, & Nelson, 1988) voiced concern regarding the ability to provide 
needed services to students without the two systems, specifically services for students with 
emotional disturbances, “We are concerned about the reduction of special education 
services for behaviorally disordered (BD) students which may result from the movement 
known as the regular education initiative (REI)” (p. 21).
While the REI agenda never fully culminated, another movement developed in its 
wake. In the late 1980s and the early 1990s, a relatively small number o f educational 
organizations and parent groups, as well as some professionals in the field o f education, 
have challenged the accepted definitions and court interpretations of the least restrictive 
environment and have demanded that all special education students be included fully into 
general education classrooms within neighborhood schools. This push to restructure the 
education system, specifically special education, is known as the F ull Inclusion Movement. 
A. Turnbull, R. Turnbull, Shank, and Leal (1995) claim, the Inclusive Movement was a 
result o f REI advocates who became dissatisfied with the lack o f  interest in the REI by
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general educators and some resistance from special educators and parents. The aim o f full 
inclusion is for all students to receive all necessary services in the general education 
classroom in their home school. The benefits of full inclusion for those with severe 
disabilities relate to improving social relations, not necessarily academic achievement. 
According to Snell (1991, cited in Fuchs and Fuchs, 1994) the benefit or purpose o f full 
inclusion is threefold. First, is the development of social skills for students with disabilities. 
Second, is the improvement o f  the attitudes o f nondisabled peers for their peers with 
disabilities. Third, is the development of positive relationships and friendships between the 
peers. Turnbull et al. (1995) identified six components o f inclusion; homeschool 
placement, a natural proportion of students with and without disabilities in the school, a 
zero-reject philosophy, age and grade appropriate placements, eliminating the continuum 
of services, and general classroom placement to the extent appropriate to be considered a 
member o f the class. Educators disagree as to whether the benefits and components of 
inclusion as described by Snell and Turnbull apply to students with emotional 
disturbances. To understand why there is disagreement among professionals in the field of 
education, one must first understand the nature of this disability.
In 1997, Congress passed P.L. 105-17. This law reauthorized and amended PL 
101-476 (IDEA). As a result, the categorical identification o f  students as eligible for 
services as Seriously Emotionally Disturbed (SED), was changed to Emotionally 
Disturbed (ED). This category also encompasses students receiving special education 
services and identified in research as behaviorally disordered (BD), emotionally 
handicapped (EH), and behaviorally emotionally handicapped (BEH)- Thus, research and 
legislation that previously referred to SED apply to those students now identified as ED.
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Public Law 105-17 or the 1997 amendments to the Individuals with Disabilities 
Education Act (IDEA), defines emotional disturbance (ED) as students who exhibit one or 
more of the following characteristics over an extended period o f time and to a marked 
degree and as a result, their educational performance is adversely affected: (a) an inability 
to learn, which cannot be explained by intellectual, sensory, or health factors; (b) an 
inability to build or maintain satisfactory interpersonal relationships with peers or teachers;
(c) inappropriate types o f  behavior or feelings under normal circumstances; (d) a general 
pervasive mood o f unhappiness or depression; and, (e) a tendency to develop physical 
symptoms o f fears associated with personal or school problems.
Today many authorities would agree that students with disabilities should be 
educated in general education classrooms. However, there is significant disagreement 
whether all students should be educated in general education classrooms or whether this 
should be determined on an individual basis. The law requires students to be educated 
with their non-disabled peers to the “maximum extent appropriate” for the individual child. 
Research related to the inclusion o f students with disabilities into the general education 
classrooms has identified specific practices which improve inclusive programs. These 
practices include: a vision, philosophy, or belief in inclusion, administrative support for 
inclusion (i.e., teacher involvement in development o f  inclusion plan, common planning 
times for teachers and meetings, alternative disciplinary strategies, and appropriate staff 
training), collaboration with other professionals (to include co-teaching strategies), use o f  
a variety o f curriculum adaptations, parental and community involvement, and student and 
program evaluations which are relevant and functional (CEC, 1994; Inos & Quigley, 1995; 
Hunt & Goetz, 1997; National Association o f  State Boards o f Education, 1995; National
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Center on Educational Restructuring and Inclusion, 1994; Stainback & Stainback, 1996; 
Umbreit, 1995).
In 1994, the Chesapeake Institute completed a report for the U.S. Department o f 
Education which profiled students identified as eligible for services for SED. Nationally, 
the profile for students identified as SED is as follows: (a) failure o f more courses and 
minimum competency examinations (GPA 1.7), (b) a graduation rate of 42% versus 50% 
of the students with other disabilities and 76% of students in the general population, (c) 
educated outside their local schools, 18% (d) absences averaging 18 days per year, (e) 
high school dropout rate o f 48% versus 30% o f students with other disabilities and 24% 
of other general education high school students, (f) o f all students identified as SED 20% 
are arrested before they leave school, and finally (g) o f those who drop out, 73% are 
arrested within five years of leaving school. In summary, indicators for successful 
outcomes are extremely poor for students identified with SED. For that reason, it is 
necessary to review the methodology of educational programming for these students to 
discover more effective means providing educational services.
As reported by the U.S. Department o f Education, in the 17th Annual Report to 
Congress on the Implementation o f the Individuals with Disabilities Education Act (1995), 
ninety-five percent of all students with disabilities were served in public school buildings 
during the 1992-1993 school year. Additionally, the report stated that from 1988 to 1992 
the percentage o f students receiving services in a “regular” classroom increased from 
thirty-two to forty percent. The remaining students not served in a regular class, resource 
room, or separate self-contained classroom in a regular public school building, were 
served in either separate day schools (3.5%), residential facilities (.8%) or in
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homebound/hospital settings (.5%). However, while students identified as SED comprised 
only 8.7% o f all students receiving special education services, 18% of these students were 
served outside the regular school building; 13.7% in a separate day school, 3.5% in 
residential facilities, and 1.3% in homebound/hospital settings. Additionally, the majority 
of students identified as eligible for special education services for the seriously emotionally 
disturbed, received their education in a separate self-contained classroom, segregated from 
their peers, and outside o f  “regular” classroom settings. It is clear that a larger portion o f 
students identified as SED receive educational services separated from their peers. 
Additionally, it is clear that exclusion from the regular classroom setting is a contributing 
factor to less successful outcomes. Thus, it is essential to discuss the reasons students with 
SED are more likely to be removed from regular education classrooms.
In 1994, Cheney reported on inclusive practices for students with emotional and 
behavioral disorders. He noted the two primary reasons for referring students for more 
restrictive placements were violent or aggressive behavior and generally disruptive 
behavior. Cheney also identified the two main barriers to inclusion of students with 
emotional and behavioral disorders as the complex nature o f student behavior and the lack 
of effective teaching skills. Given the aggressive, violent, and disruptive nature o f students 
identified as SED, it is essential that the teachers working with this population have 
adequate training (Cheney, 1994; Harvey, 1994; Lewis, Chard, & Scott, 1994; Schnepf& 
Kleinle,1994). During the 1993-1994 school year, 6.3 % o f all teachers teaching students 
with disabilities were on a provisional or emergency license and were not certified or 
trained to work with students having a specific disability. In comparison, approximately 
12% o f  the teachers teaching students identified with SED were teaching on a provisional
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or emergency license without appropriate training (U.S. Department of Education, 1996). 
These findings regarding teacher preparation reflect the sentiments reported by Kauffman 
(1994) when he identified three areas o f reform necessary for special education, one o f  
which related to the need to provide more appropriate teacher preparation programs. 
Kauffman was highly critical o f  the training special educators receive. He stated,
Our training o f special educators has often been so superficial and general that 
they have no real expertise as instructional specialists and no focus for their 
efforts. In attempting to prepare teachers to meet any exigency, we prepare 
them to meet none with real competence. We make them aware o f alternative 
pedagogies but teach them to be expert in none. Under the guise of 
noncategorical or cross-categorical preparation, we produce teachers who 
have no in-depth understanding o f  any disabling condition and its instructional 
demands. In attempting to prepare special education teachers to consult and 
collaborate with general educators we forget that they must have special 
instructional and behavior management expertise (knowledge and skills that 
not every teacher has or is expected to have), or their presence at the 
consultation or collaboration has little meaning beyond that of another general 
educator. One o f  the worst mistakes we have made as special educators - one 
of our mortal implementational sins, if you will - is training teachers whose 
skills are no match for their students’ needs and whose levels of expertise in 
instructing and managing difficult students are not significantly different from 
that o f the modal general educator, (p. 615)
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Students identified as ED pose numerous challenges to school districts. As previous 
discussed, students with ED have low school attendance rates, low academic success 
rates, and high arrest rates. School districts are also challenged by the scarcity o f  qualified 
teachers to work with this population o f students. Thus, when school systems develop 
their “inclusive” programs, given the challenges presented by the academic and behavioral 
needs of students with ED, they are often the last group o f students returned to the regular 
education classrooms. As a result, relatively little research exists directly related to 
teaching students identified as ED in the general education classroom.
Concern regarding how to provide effective services to students identified with ED 
was the topic of a 1994 report by the U.S. Department o f Education, Office of Special 
Education and Rehabilitative Services. This report was entitled, “National Agenda for 
Achieving Better Results for Children and Youth with Serious Emotional Disturbance”.
The agenda o f this report was to determine how to address more efficiently the needs o f 
students with serious emotional disturbances and their families. The report indicated that, 
“failure to do so [address the needs of students with SED and their families] threatens the 
success o f the nation’s educational objectives (e.g., GOALS 2000) and limits life-long 
opportunities of many individuals (p. 1).” This report identified seven specific strategic 
target areas. These target areas were to: (a) expand positive learning opportunities and 
results, (b) strengthen school and community capacity, (c) value and address diversity, (d) 
collaborate with families, (e) promote appropriate assessment, (f) provide ongoing skill 
development and support, and (g) create comprehensive and collaborative systems.
Strategic target #2: Strengthen School and Community Capacity, specifically identifies 
including SED^tudents-into the general education classrooms, “In particular, and as far as
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possible, it means developing the capacity to successfully integrate these students into 
neighborhood schools and regular classrooms” (p. 9). Many o f the elements noted in this 
1994 report (i.e., addressing diversity, working with families, appropriate assessment, and 
on-going staff development), were mandated in the 1997 reauthorization of IDEA and are 
considered essential to the successful inclusion o f students with emotional disturbances 
into the regular education classrooms.
URBAN SERVICE COMPONENT
As stated earlier, the U.S. Department o f Education, Office o f Special Education 
and Rehabilitative Services published their “National Agenda for Achieving Better Results 
for Children and Youth with Serious Emotional Disturbance” in 1994. Of specific 
importance to urban policy makers and educators is Strategic Target #3: Value and 
Address Diversity. Specifically, the goal of this strategic target is,
To encourage culturally competent and linguistically appropriate exchanges 
and collaborations among families, professionals, students, and communities. 
These collaborations should foster equitable outcomes for all students and 
result in the identification and provision of services that are responsive to 
issues of race, culture, gender, and social and economic status, (p 10)
The goal to collaborate with families, professionals, and communities with regards to 
equitable outcomes for students o f diverse backgrounds is particularly relevant to the issue 
of urban services because the majority (39.5%) o f students identified with SED are located 
in urban areas. Of those students receiving services for SED living in urban areas, 55.7 % 
are in single parent households and 38.2% are in families where their income is under 
512,000.00 per year. Additionally, the above report stated,
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Compared to all students with disabilities: (a) Students with SED are more 
likely to be placed in restrictive settings and are more likely to drop out o f 
school; (b) their families are more likely to be blamed for the student’s 
disability and are more likely to make tremendous financial sacrifices to secure 
for their children; and (c) their teachers and aides are more likely to seek 
reassignment or leave their positions, (p.3)
The U.S. Department o f  Education (1994) reported various demographic data for students 
eligible to enroll in school. For example, the racial composition o f students eligible to 
attend school was 68% white, 16% African-American, 12% Hispanic-American, and 3% 
Asian-American. However, for students identified as SED, 71% were white, 22% African- 
American, 6% Hispanic-American, and 1% Asian-American. Additionally, the report 
indicated that students from low-socioeconomic backgrounds were over-represented 
whereas females were underrepresented among those identified and receiving services for 
students with serious emotional disturbances.
The aforementioned statistics from the U.S. Department of Education report on 
students identified as SED clearly show that these students live primarily in urban areas, 
with limited financial resources, and in single-parental households. These living conditions, 
coupled with the educational difficulties for children with emotional disturbances, provide 
few opportunities for the students to achieve the academic success necessary to break the 
cycle o f school failure. School performance indicators from the 1990 National 
Longitudinal Transitional Study, conducted by Valdes’, Williamson, and Wagner, for 
children with emotional disturbances include 44.6% receiving failing grades in general 
education classes and 25.9% receiving failing grades in special education classes. More
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than 65% o f the students with emotional disturbances hand a GPA o f 2.24 or less. 
Additionally, the 1990 National Longitudinal Transitional Study, analyzed post-secondary 
outcomes for students. For those students with SED included in the National Transitional 
Study, only 41.7% graduated from high school, 4.7% furthered their education in a post­
secondary academic course, 4.4% participated in a post-secondary vocational course,
6.5% were competitively employed, and 5.1% were living independently. The report 
concluded that students with disabilities who spent more time in general education courses 
in high school were more likely to be employed and to earn higher salaries than students 
who had received instruction through another service delivery method option. Taken 
together, these reports provide a discouraging prognosis for students with ED, particularly 
those who are not placed in general education classes. The prognosis is that these students 
will be not be self-sufficient, independent, or contributing members o f society, but rather, 
a financial and safety burden for society. However, in its 1996 report to Congress on the 
Implementation o f the Individuals with Disabilities Education Act, the U.S. Department o f 
Education reported that this prognosis improves if  students are included in the regular 
education classroom and curriculum.
For the reasons cited previously (i.e., poor academic performance, high dropout 
rates, high arrest rates, low employment rates, and low rates o f living independently), 
combined with higher exclusion rates from regular education classrooms, this research 
reviews the current educational practices o f an urban school district with regard to 
students who have been identified as emotionally disturbed. In addition, this research will 
identify the teacher training needs so that urban school districts can attempt to improve the 
services available to these students.
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STATEMENT OF THE PROBLEM
Each year, a growing number o f students are identified as eligible for special 
education services as Emotionally Disturbed (ED) as defined by the 1997 amendments to 
IDEA. An alarmingly high number o f these students (18%) are receiving their educational 
services outside o f  their local school (U.S. Department o f Education, 1994). At the same 
time, accumulating research and expert opinion is emphasizing the detrimental impact on 
students segregated from their nondisabled peers during the developmental periods in 
which children attend school (Dunn, 1968; Fuchs & Fuchs, 1994; Stainback & Stainback, 
1984, 1996; WilL, 1986). There exists a paradox between the mandates of IDEA 97 and 
the research related to effective outcomes for students with ED with the implementation 
of IDEA 97 and the educational practices utilized to serve students with ED. As a result, 
school systems across the country are beginning to embrace and implement the concept o f 
“inclusion” in many different forms. Yet little is being done to determine how to facilitate 
successful inclusion for one o f  the most unsuccessful groups of children, namely, those 
identified as emotionally disturbed. Thus, the problem addressed in this research is to 
identify program practices that, when utilized, will increase the number and success o f 
students identified with emotional disturbances who participate in educational programs in 
the least restrictive environment appropriate. The ultimate goal being instruction within 
the general education classroom.
PURPOSE OF THE STUDY
This study had two specific purposes. The first purpose was to identify and 
operationalize factors that are regarded as “best practices” for the successful “inclusion” 
o f students identified as-dibble for-services for the emotionally disturbed into the general
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education milieu. The second purpose was to conduct a program evaluation of the Wake 
County Public School System in North Carolina (population o f urban setting 100,000 or 
greater) where students identified as eligible for services for the emotionally disturbed 
were reported to be receiving their instruction and services in the least restrictive 
environment possible. The following components of the schools program for the 
emotionally disturbed were also assessed: (a) practices identified by teachers currently 
utilized in the school system to “include” the population o f students identified as 
emotionally disturbed into the regular education classroom and curriculum; (b) 
effectiveness of the practices utilized by teachers and the school district on overall student 
outcomes; and (c) additional training needs necessary to improve the inclusionary 
practices with the ED population as identified by teachers.
METHODOLOGY
This research examined current educational practices utilized by administrators and 
teachers to provide services to students with emotional disturbances in the Wake County 
Public School District. In addition, training needs to improve the delivery of education 
services to students identified as emotionally disturbed also were identified. Data was 
gathered through the use o f a survey and was expanded through focus group interviews.
All schools in the Wake County Public School District which provide services to students 
identified as emotionally disturbed wer requested to participate in this research. Surveys 
were distributed to special education and regular education teachers who provide services 
to students identified as emotionally disturbed.
The collected data served two purposes. First, the data gathered assisted in the 
identification and operationalization of factors which are regarded as “best practices” for
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the successful “inclusion” o f students identified as emotionally disturbed into the regular 
education milieu. Second, the data gathered assisted in providing the school system 
information related to (a) identifying the practices they use to serve students identified as 
emotionally disturbed; (b) determining the effectiveness o f current practices utilized on 
student outcomes as identified by teachers; and, (c) identifying staff development training 
needed to assist in the school district fulfilling the goals o f IDEA 97 and GOALS 2000.
When the data was collected, a frequency count for each response was calculated 
and a mean score for each item was determined. The frequency count was utilized to 
determine the degree that the practices identified through the literature review are utilized 
by teachers in the Wake County Public School District. Frequency counts also were 
utilized to prioritize training needs identified by the respondents.
Inferential statistics also were utilized to investigate whether there were significant 
differences in the practices utilized in serving students identified as emotionally disturbed 
in the least restrictive environment based on specific teacher demographic variable. 
Additionally, these statistics were used to determine if  there were different training needs 
for those serving ED students in the least restrictive environment based on different 
teacher variables.
SIGNIFICANCE OF THE STUDY
The significance o f this study is the additional information available to school 
divisions on best practices for increasing the number o f ED students who are successful in 
inclusive educational programs. Current research indicates that students with disabilities 
have greater opportunities to further their education, maintain a job, and live 
independently when they participate more fully in the general education classroom and
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curriculum. For students identified with ED, the current prognosis for obtaining these 
goals is bleak. The program evaluation o f an urban school system utilizing what they 
believe to be is a model which provides educational services to students identified as 
emotionally disturbed in the least restrictive environment possible will assist in the 
identification and operationalization of “best practices” related to “including” these 
students successfully into regular education classrooms. Additionally, this study describes 
training needs to improve the current program practices. The results generated from this 
study benefit the school district in their overall long range program planning and staff 
development training. These results also are pertinent to schools that are in the initial 
stages of developing inclusive programs as well as to school systems which currently have 
an inclusion program, but which exclude this option with their ED population. The results 
of this research can assist school divisions in expanding and improving their current 
approach to placing more students identified as ED into the general education classrooms 
and curriculum. Last, this study adds to the limited body o f available research on including 
students in the general education setting who exhibit severe behavior problems. 
DEFINITION OF TERMS
Full Inclusion - The philosophy that instructional practices and technical supports 
are available to accommodate all students in the schools and classrooms they would 
otherwise attend if not disabled. Special education services generally are delivered in the 
form o f training and technical assistance to “regular” classroom teachers (Joy, 1993).
General or Regular Education - Instruction in a public school which emphasizes a 
fixed, standardized, sequential curriculum which is group-oriented, global, and norm- 
referenced (Henley, Ramsey, & Alogozzine, 1996).
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Inclusion - The philosophy o f educating each child, to the maximum extent 
appropriate, in the school and classroom he or she would otherwise attend. It involves 
bringing the support services to the child (rather than moving the child to the services) and 
requires only that the child will benefit from being in the class, rather than having to keep 
up with the other students (Joy, 1993).
Individualized Education Plan (IEP) - A written statement developed for each 
student with special educational needs. The purpose o f an IEP is to provide an appropriate 
education. IEPs are developed and implemented by the multidisciplinary team. Each IEP 
must include the following information the student’s present level of performance, annual 
educational goals for the student, including short-term instructional objectives, a 
description o f the specific educational services provided for the student, and the initial 
starting date and anticipated duration o f these services. Additionally, the IEP must detail 
criteria and procedures for regularly evaluating student progress and determining whether 
instructional objectives have been achieved, related services and required supports, and a 
transition plan and interagency collaboration by the time a student reaches the age o f 14. 
The IEP must also define the percentage o f time a student will spend in the general 
education setting with access to  the general education curriculum, special instructional 
materials, and accommodations needed in the classroom and testing situations, primary 
service providers, justification for the type o f educational placement, committee members 
present at the EEP meeting, and parental signature providing consent for the identified 
educational program (Vaughn, Bos, & Schumm, 1997).
Least Restrictive Environment - Students with disabilities are educated with their 
peers without disabilities to the maximum extent appropriate (IDEA Regulations, 34
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C.F.R. § 300.550 (b) (1)). Students in special education can only be removed to separate 
classes or schools when the nature or severity o f  their disabilities is such that they cannot 
receive an appropriate education in a general education classroom with supplementary aids 
and services (IDEA Regulations, 34 C.F.R. § 300.550 (b) (2)).
PL 94-142, The Education of All Handicapped Children Act - Landmark 
legislation designed to ensure that all children with disabilities receive an appropriate 
education through special education and related services. The seven major components 
were: (a) free appropriate public education (fape) for all students with disabilities, (b) 
notification and procedural safeguards for parents, (c) identification and services to all 
children, (d) appropriate and necessary related services, (e) individual assessment 
administered in the child’s primary language by a trained professional, (f) an individualized 
education program (IEP), and (g) education in the least restrictive environment (LRE).
PL 94-142 was enacted in 1975 (Rivera & Smith, 1997, p. 4).
PL 101-476 Individuals with Disabilities Education Act (IDEA) - The 
reauthorization o f PL 94-142, enacted in 1990. This act retained all key components of 
94-142, IDEA additionally included changing the title of the law, changing the word 
“handicapped” to “disabled” and emphasizing “people first language,” added the 
categories o f Traumatic Brain Injury and autism, mandated transition services and 
educational planning by no later than age 16, called for further study on incorporating 
attention deficit disorder into the law, and explained federal court intervention against 
states in violation o f the law (Riveria & Smith, 1997).
PL 105-17 IDEA amendments o f 1997 - The reauthorization o f PL 101-476, 
enacted in 1997. This act retained the key components o f PL 94-142 and PL 101-476,
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with changes and additional requirements to some services. These changes include but are 
not limited to; changing the categorical identification o f Seriously Emotionally Disturbed 
(SED) to Emotionally Disturbed (ED), changing required transition planning and services 
from age 16 to age 14, mandating participation and reporting on state assessments results 
for those with disabilities, greater disciplinary flexibility regarding students with, dangerous 
and illegal behaviors, and increased parental participation in eligibility and IEP decisions 
and planning.
Regular Education Initiative (REI) - The REI does not have an accepted single 
definition. However, Fuchs and Fuchs (1994), provided a definition that will be used for 
the purposes of this study. These authors defined the REI as an educational movement in 
the 1980s with three major goals: 1) to merge special and general education into one 
inclusive system, 2) to increase greatly the number o f students with disabilities in 
mainstream classrooms and, 3) the strengthening o f academic skills and achievements o f 
students with mild to moderate disabilities.
Service Delivery Options/Full Continuum o f Services - A linear model from most 
to least restrictive environments and is based on the premise that students progress 
sequentially through each special educational placement environment (Riveria & Smith, 
1997, p. 61).
Seriously Emotionally Disturbed (SED) or Emotionally Disturbed (ED) - SED is 
one o f  the thirteen categorical identifications o f for special education services identified by 
PL 94-142 in 1975 (reauthorized as IDEA in 1990). This term means a condition 
exhibiting one or more o f  the following characteristics over a long period o f time and to a 
marked degree, which adversely affects educational performance: (a) An inability to learn
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which can not be explained by intellectual, sensory, or health factors; (b) an inability to 
build or maintain satisfactory interpersonal relationships with peers and teachers; (c) 
inappropriate types of behavior or feelings under normal circumstances; (d) a general 
pervasive mood o f unhappiness or depression; or (e) a tendency to develop physical 
symptoms or fears associated with personal or school problems. This term includes 
children who are schizophrenic but not children who are socially maladjusted, unless they 
are seriously emotionally disturbed. This term also included students identified in research 
and literature as behaviorally disordered (BD), and behaviorally emotionally handicapped 
(BEH), in 1997, the amendments to IDEA, PL 105-17 changed the categorical label of 
seriously emotionally disturbed (SED) to emotionally disturbed (ED). This term still 
encompasses BD and BEH.
LIMITATIONS
This study was designed for two specific purposes. The first purpose was to 
identify and operationalize factors which are regarded as “best practices” for the 
successful “inclusion” o f students identified as eligible for ED services into the general 
education classroom. The second purpose was to conduct a program evaluation o f an 
urban school system (population of urban setting 100, 000 or greater) where students 
identified as eligible for ED services are reported to be receiving their instruction and 
services in the least restrictive environment possible and to assess the following 
components o f the schools’ ED program: (a) practices currently utilized in the school 
system to “include” the ED population into the general education classroom and 
curriculum as identified by teachers; (b) effectiveness o f the practices utilized on student
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outcomes as identified by teachers; and, (c) additional training needs necessary to improve 
the inclusionary practices with the ED population as identified by teachers.
The conditions o f the investigation necessitated the development and use o f a 
survey instrument and the use of focus groups. Due to limitations in this study, caution 
should be exercised in generalizing the findings. Survey research has several limitations. 
Isaac and Michael (1989) noted that the limitations of survey research include; having 
access to individual respondents with characteristics, behaviors, attitudes, and other 
relevant information related to the study, cooperation o f the respondents identified as 
having relevant information, making the respondents feel different and thus producing 
responses that are artificial, statements which make the respondent prone to agree with the 
statement, and the tendency for respondents to give consistently high or low ratings.
For this study, all schools in the Wake County Public School System with students 
identified as ED were requested to participate. However, participation was voluntary. 
Principals at four schools choose not to allow their teachers to participate. Information 
provided by these teachers may have been valuable. Randomization was not utilized in this 
study. All o f the special education teachers, at each participating school, were identified by 
the special education department at the Wake County Public School Administration 
Office. Each special education teacher received an individually addressed envelope with 
the survey information included. However, the names for the regular education teachers at 
each participating school were not provided. Therefore, the school secretary or school 
principal selected the regular education teachers who received the survey information.
This lack o f randomization in the selection o f regular education teachers may skew the 
results in some fashion
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The use of focus groups or group interviews to provide further understanding to 
the data gathered from the surveys, also have limitations. Specifically, group interviews 
may be intimidating to some o f the respondents, foster conformity among respondents, 
polarize opinions of respondents, be vulnerable to manipulation by powerful group 
members, and responses may be influenced by the interviewer (Creswell, 1994; Isaac & 
Michael, 1989).
Although the design o f this study has limitations, the findings generated from this 
study provide the Wake County Public School System with useful information to improve 
their educational services for students identified as ED and information to provide training 
for their teachers and administrators working with students identified as ED. Additionally, 
this study provided valuable information to the limited body of available knowledge 
related to the practices used to serve ED students in the regular education classroom and 
the training needs o f teachers to improve these practices.





This chapter reviews and elaborates on the research cited in Chapter One as well 
as provides an overview of additional related research. Emphasis is placed on special 
education and the services provided to those students with emotional disturbances. 
Additionally, service delivery options for special education students are identified and 
discussed. Legal cases, their outcomes, and interpretations o f these cases as they relate to 
educating students with emotional disturbances in the regular education classroom are 
examined. Notable movements in education that attempted to improve educational 
practices and alter the structure o f special education on behalf o f  students identified as ED 
are reviewed. Practices for effectively serving students with emotional disturbances in 
regular education classrooms are identified as well as the outcomes for students with 
emotional disturbances. Barriers impeding the success of students with emotional 
disabilities are addressed. Finally, discussion o f  these topics are related to the increasing 
challenges facing urban school districts in the attempt to provide effective services to 
students identified with emotional disturbances.
The United States long has been known as the “land o f  opportunity.” However, 
that opportunity often has been limited to those who were not “different” in some form or 
fashion from the mainstream population. This has been especially true for individuals with 
disabilities. In the 1960s, Congress began passing legislation to remove the barriers in the 
education system for individuals with disabilities. Congress’ efforts culminated in 1975 
with the passage o f the Education o f All Handicapped Children’s Act. Since 1975, the Act
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has been amended on several occasions. Specifically, in 1990, the Act was amended and 
reauthorized as the Individuals with Disabilities Education Act (IDEA). In the summer o f 
1997, in an effort further to improve the services for students with disabilities, Congress 
reauthorized and amended IDEA. As part o f  this 1997 reauthorization, Congress reviewed 
the status o f special education, including areas in which improvements had been 
accomplished and where further work was necessary. Congress noted that prior to the 
passage o f the 1975, Education o f All Handicapped Children’s Act, Public Law 94-142, 
all children with disabilities where not receiving appropriate education services. At least 
one million children with disabilities were excluded from the public school system and 
denied the opportunity to be educated with their peers. Additionally, many other students 
were unsuccessful in their education careers because disabilities went undetected. To 
address their children’s difficulties, many families had to look outside their communities 
for private services, often at great expense. The expectations of those individuals in 
Congress who voted for PL 94-142 were that children with disabilities would have access 
to a free appropriate public education and that the educational outcomes for those 
students would improve.
While the implementation o f PL 94-142 has addressed some o f the previously 
noted inequities, all of the expectations o f  the law have not been met. Congress noted that 
while there has been an increase in minority student populations in the schools, there are 
an even greater percentage o f minority students in special education programs. Thus, 
greater efforts need to be taken to ensure students are not being inappropriately identified 
and labeled. Along with greater representation in special education programs, minority 
students also have higher dropout rates. Therefore, greater efforts are needed to assist
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minority students in experiencing academic success. Congress also noted that the 
percentage o f minority teachers in special education continues to drop. Congress 
concluded that minorities are socially disadvantaged due to the lack o f  opportunities in 
training and educational programs. As a result, in 1997 Congress once again amended the 
laws related special educational services so that the main goal o f a national education 
policy should be, “ensuring equality o f  opportunity, full participation, independent living, 
and economic self-sufficiency for individuals with disabilities” (PL 105-17). To achieve 
these goals, Congress identified seven specific areas that research has indicated would 
improve the education o f students with disabilities. These areas are:
(A) Having high expectations for such children and ensuring their access in the 
general curriculum to the maximum extent possible;
(B) Strengthening the role o f  parents and ensuring that families o f  such children 
have meaningful opportunities to participate in the education o f their children at 
school and at home;
(C) Coordinating the Act with other local, educational service agency, State, and 
Federal school improvement efforts in order to ensure that such children benefit 
from such efforts and that special education can become a service for such children 
rather than a place where they are sent;
(D) Providing appropriate special education and related services and aids and 
supports in the regular classroom to such children, when appropriate;
(£) Supporting high-quality, intensive professional development for all personnel 
who work with such children in order to ensure that they have the skills and
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knowledge necessary to enable them-
(i) to meet developmental goals and, to the maximum extent possible, those 
challenging expectations that have been established for all children; and
(ii) to be prepared to lead productive, independent, adult lives, to the 
maximum extent possible;
(F) Providing incentives for whole-school approaches and pre-referral intervention 
to reduce the need to label children as disabled in order to address their learning 
needs; and
(G) Focusing resources on teaching and learning while reducing paperwork and 
requirements that do not assist in improving educational results (PL 105-17).
SPECIAL EDUCATION SERVICES
In order to understand the magnitude o f  the goals of the 1997 amendments to 
IDEA, one first must understand the development o f special education in the United 
States. For the purpose of this research, special education services for children identified 
as emotionally disturbed and the methods in which the services were provided will be 
emphasized.
In 1852, Massachusetts passed the first compulsory school attendance law. 
However, it would be another fifty-seven years before the first compulsory school 
attendance laws were enacted for students with disabilities. In 1909, Washington, North 
Dakota, Utah, Ohio, Indiana, and North Carolina passed the first compulsory school 
attendance laws for students who were deaf and blind. Other states also began to pass 
compulsory attendance laws for children with various disabilities. However, records in
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1940 indicate that up to five million children with disabilities were still not receiving any 
educational services.
Compulsory attendance placed on states new legal obligations to educate students 
with various disabilities. As a consequence o f  these new compulsory attendance laws, 
students were placed into the education system with diverse functioning levels and skills. 
This resulted in the development of “special classes” in the public schools (Winzer, 1993). 
During this same time, many social issues contributed to the mounting burden on public 
education. These social issues included the passage o f child labor laws, which increased 
the time children spent in school, the influx o f  immigrant children, the increasing number 
of children surviving serious illnesses, and poor living conditions and malnutrition. As an 
outcome o f  these changes in demographics, public school districts across the nation 
struggled with how best to serve all the students with various needs and differing skill 
levels (Winzer, 1993). While attempting to serve a more diverse population o f students, 
other obstacles also hindered the school districts. School districts across the nation 
struggled with issues such as financing all the needed educational programs, hiring 
qualified staff to meet the new certification requirements, locating space, purchasing 
necessary equipment, and implementing discipline procedures for the increasing number of 
students.
In the early 1900s, Wallin, a leading proponent o f special education, sought to 
advance the concept o f specialized schools and classes for children with disabilities. Many 
o f  Wallin’s writings reflect the same concerns discussed today by educators with regard to 
the effects o f  segregated classes on both the “normal” children and the children he deemed 
to be the “imbeciles, morons, and seriously backward” (Wallin, 1914). For example,
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Wallin (1914) noted that separating children with educational deficiencies from their peers 
and placing them in self-contained settings made the children with educational deficiencies 
feel different and apart from the other students. He also noted that parents believed the 
separate classes caused a stigma to be placed on their children with disabilities and did not 
provide these children the opportunity to interact with those children with out disabilities. 
Even during this time, people understood that children learned through observation and 
needed appropriate role models to learn from and to emulate age-appropriate behaviors.
Not withstanding the reasons advocated not to separate children with disabilities, 
Wallin (1914) asserted that the advantages o f segregated schools and classes outweighed 
the disadvantages. That is, Wallin observed that the students “on the minus side o f the 
curve of mental and pedagogical distribution” had a “demoralizing” effect on the other 
“normal” students in the class. While in the special classes, Wallin found that lower 
functioning students responded more positively to the individualized instruction by trained 
professionals. Additionally, he believed that segregated educational services could be 
provided in a more economical and efficient manner than in a general education classroom.
Wallin (1914) recommended that to  serve students o f varying skills adequately, the 
schools needed to create clearly distinguishable levels o f classes for students who were 
lower functioning. He identified these levels as; special classes, ungraded classes, and 
elementary industrial classes. The special classes were for students identified as 
“imbeciles,” “morons,” “borderline,” and “seriously backwards,” where a specialized 
curriculum and work skills were taught. The ungraded classes would provide instruction 
for students who were “retarded” in a limited number of areas and for whom 
individualized or small-group instruction would address their deficiency. This class was
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also referred to a “coaching’' class in which the ultimate goal was for the student to 
receive intense instruction in the regular curriculum. The elementary industrial classes 
were designated for students between the ages o f twelve and sixteen who were having 
difficulty with the regular curriculum, but who were “industrially inclined”. These classes 
would provide instruction in the regular academic curriculum only as it related to industry.
Throughout the early to mid twentieth century, the educational issues identified by 
Wallin continued to be o f  concern. In 1962, as equity in access to educational services 
became a significant social issue, Reynolds identified the issues relevant to how best to 
service students with disabilities, at the forefront was the issue o f segregation. In 
discussing segregation, Reynolds noted that while it may be convenient to place students 
with disabilities in schools and programs away from home, such placements should be 
made judiciously. Reynolds summed up the conflict with segregated placements when he 
stated, “It can be a disturbing experience for a child to be placed in a special class or any 
other type o f special program. But it is also inexcusable to delay or deny special services 
when they are needed” (p. 368). He continued, “The prevailing view is that normal home 
and school life should be preserved if at all possible. When a special placement is 
necessary to provide suitable care or education, it should be no more ‘special’ than 
necessary” (p. 368).
Reynolds believed that school efforts must be directed to providing students with 
the services they needed in the regular classroom. However, recognizing that this was not 
always possible, Reynolds devised a framework organizing the options for delivering 
services to special need students. While this framework was similar to Wallin’s in 1914, 
Reynolds provided greater options and flexibility. Reynolds’ framework provided a
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hierarchy o f services in the form o f a triangle. At the base o f  the triangle was the regular 
education classroom, where the greatest numbers o f  students are served. As one moved 
up the hierarchy, the placement became more restrictive; the most restrictive placement, at 
the top of the triangle, being a hospital/treatment center or home (see Figure 1.1).
Reynolds believed that this hierarchy of services could be most effective when combined 
with on-going assessment o f  the students, with the goal o f  transitioning the student to a 
“more ordinary” environment when necessary skills had been developed and coordinated 
planning had occurred.
In 1968, Dunn argued that the educational system did not specifically need 
additional special classes for children with disabilities, rather what was needed was better 
education. Dunn specifically targeted improving education programs for students with 
disabilities who came from poverty, broken homes, and various ethnic groups. Dunn noted 
that approximately sixty to eighty percent o f the students being served in programs for 
students with disabilities came from low socioeconomic status backgrounds and included 
students o f African-American, Native American, Mexican, and Puerto Rican heritage. 
Consequently, Dunn believed that these educational programs raised not only ethical 
issues regarding the educational system, but also civil rights issues.
The issues Dunn believed to be paramount, echoed those of Wallin fifty years 
earlier. For example, Dunn was adamant that placing students with the same problems 
together put those students at a disadvantage. Additionally, Dunn cited numerous studies 
(Hoelke, 1966; Johnson, 1962; Kirk, 1964; Rubin, Senision, & Betwee, 1966; Smith & 
Kennedy, 1967) that indicated that students with mental handicaps in general education 
classrooms performed equal to or better than students with the same condition in self­
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contained classrooms. Dunn contended that students who are disadvantaged or slow 
learners, learn from being in the same class with children from white middle class homes 
and that teachers should provide additional assistance to these children to “bring them up 
to standard” (p. 6). Dunn conceded that in studies where students with disabilities were 
placed back in the regular classrooms, some regular education teachers complained these 
students took a large portion o f  their instructional time and some parents complained their 
children were frustrated by increased academic demands and rejection by their peers.
Another educator who wrote about the challenges facing the American education 
system was Deno. In 1970, she specifically wrote o f the challenges with providing services 
to “atypical” children. O f concern was the development o f numerous disability categories 
to identify students having learning problems. She recognized the efforts of special 
educators to have students with various handicaps removed from institutions and returned 
to the community. However, she believed that by developing so many different categories 
o f disabilities and so many special classes that special educators allowed the regular 
education system to relinquish it’s responsibilities and preventing more students with 
disabilities from entering the regular education classroom. “ By providing the regular 
system with a respectable out for its failure to give every child equal opportunity to realize 
his potential, special educators may be perpetuating systems that out to be challenged to 
change” (p. 231).
Csapo (1984) voiced severe criticism o f special education and special educators. 
Csapo professed that special education classes were a  tool for segregation and a method 
for “selecting people into occupational roles” (p. 214). From her perspective, the goal o f 
education was to provide the society with a productive work force. Citizens were
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productive if they were orderly, punctual, dependable, and obedient. Thus, if students did 
not meet these criterions and impeded the educational process, they were identified as 
handicapped or not normal. Additionally, one’s success, both economically and socially, 
became predicated on the amount o f one’s education. Thus, being identified as 
handicapped served to relegate a student to a “lifetime career o f  low level employment and 
social dependence”(p. 213). Csapo believed it was no coincidence that the majority o f 
students identified for special education services were predominately from semi- and 
unskilled working class minority families. Concern regarding the overrepresentation of 
minority students in special education classes would become a significant topic in the 
future reauthorization o f  PL 94-142.
While few would question the dedication o f special educators, the outcomes for 
students in segregated special education classrooms and programs clearly have not 
produced the results intended by the special education legislation. Additionally, special 
education classrooms do not mirror the ethnic proportions o f society. Thus, the debate 
over where educational services should be provided continues. Current service delivery 
options for special education students continue to reflect the hierarchy described by 
Reynolds in 1962. The least restrictive and most normalized option for those with 
disabilities is instruction in the regular education classroom. Other options include 
instruction in the regular education classroom with consultation services provided, 
resource room services (having the student leave the regular classroom to work in another 
location with a special educator), self-contained services, alternative placement in a day 
program, residential services, and hospital placement. Each option on the continuum is 
considered to be more restrictive in nature.
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In I99S, Kauffman and Smucker made two observations regarding educational 
service delivery options for special education students. First, no new placements or 
placement options have been developed since about 1950. Additionally, these authors 
believe all educational service delivery options have been explored. Second, Kauffman 
and Smucker do not believe that the solution to placement issues will be in developing 
new service delivery placements but rather, “better implementation o f  the placement ideas 
already available” (p. 35). Kauffman and Smucker also noted that “each placement option 
seems both inherently unable to accommodate every child-even when implemented with 
the greatest available expertise and finesse-and invariable to be corrupted by human 
failures in implementation” (p. 35).
EMOTIONAL DISTURBANCES AND SERVICE DELIVERY
In the early 1900s, understanding o f disordered behavior in children was limited. 
Terms such as “ideational insanity,” “amentia,” and “simulative idiocy” were used to 
describe children who displayed aberrant behavior. For those who displayed significantly 
abnormal behavior the term “juvenile insane” was used and these children were placed in 
institutions with the mentally retarded (Winzer, 1993). In 1910, the term “emotional 
disturbance” first appeared to describe children with abnormal behaviors. Two distinct 
philosophies developed regarding service delivery approaches for these children. The 
functional approach focused on the relationship between a person’s psychological 
personality and the development o f  mental illness. Detailed observations were made o f a 
student’s behavior, with the hope o f learning the cause o f  the behavior. The 
psychodynamic view, as advocated by Sigmund Freud, postulated that deviant behavior 
could be explained by the relationship o f  subconscious phenomena and inner turmoil.
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According to this view, abnormal behavior was a result not o f a mental illness but o f a 
child’s conflict within themselves (Winzer, 1993).
In the late 1800s and early 1900s, records indicate that children exhibiting bizarre 
behavior were treated by institutionalizing them with individuals identified as mentally 
retarded. While individual cases were reported where private psychiatrists, in private 
institutions, successfully treated children with abnormal behaviors, these results could not 
be duplicated by large state funded institutions (Deutsch, 1949). Thus, children with 
emotional and behavioral disorders tended to become the responsibility o f schools and the 
courts; as a result, many children were removed from their homes and placed with 
different agencies, reform schools, and foster homes as a method for dealing with their 
deviant behavior (Winzer, 1993). This trend started to decline at the turn of the century as 
people became concerned with the “crumbling family structure” (Winzer, 1993). In 1899, 
the first juvenile court appeared in Chicago. The purpose o f the court was to monitor the 
treatment and assist in the control o f neglected and delinquent children.
In 1924, the American Orthopsychiatric Association was founded to provide 
information to social workers, probation officers, schools, and other social agencies on 
therapeutic and education programs for children with emotional disturbances. At about the 
same time, mental health workers and other child advocates began to recognize the need 
of services to public schools. However, the education system did not begin to accept 
responsibility for children with emotional disturbances until the 1960s. Quay, in 1963, 
noted that services for students with emotional disturbances were far less developed than 
those for children with mental retardation. He believed that the creation of new services
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for students with emotional and behavioral disabilities were a result o f educators finally 
responding to community needs to provide services to students with abnormal behaviors.
fn addition to addressing the issue of services, Quay expressed concern about the 
manner in which a student was labeled as emotionally disturbed. He contended that, 
“Children who do not fall under the rubric of some other area o f exceptionality and who 
are unable to adjust to the regular class are labeled emotionally disturbed and placement is 
made on that basis” (p. 28). In reflecting on the current definition, Quay questioned if the 
“inability to adjust” was an adequate reason to label an individual. He further argued that 
while special programs existed for students identified with emotional disturbances, there 
were not any specially designed curricula to meet their learning needs. Quay identified 
two distinct clusters of characteristics o f students identified as emotionally disturbed those 
who were withdrawn and who were overtly aggressive. While Quay acknowledged that 
providing educational services to the overtly aggressive child was clearly the most 
problematic and dangerous he believed that segregating these children was not justifiable 
based on the expense and the results.
In 1961, the states o f Tennessee and North Carolina, along with the George 
Peabody College for Teachers, were awarded a two million-dollar grant from the National 
Institute of Mental Health. The grant was for an eight-year pilot project known as Project 
Re-ED. Re-ED stood for the Re-education of Emotionally Disturbed children. The basic 
premise of this project was that emotional disturbance was not something in a person, but 
rather a symptom of a “malfunctioning ecosystem” (Rhodes, 1967). Project Re-ED 
focused on education as opposed to “treatment” for children with emotional disturbances. 
The first schools for Project Re-Ed were residential facilities. These facilities were the
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Wright School located in Durham, NC and the Cumberland House Elementaiy School in 
Nashville, TN. The schools utilized an ecological model to provide services to the students 
and emphasized the importance o f  academic competence. The schools’ philosophies were 
grounded in the twelve Re-ED principles espoused by Hobbs. These principles were built 
around the ideas of trust, teaching, academic competence, community, nurturing, and joy. 
The goal o f the Re-ED program was to integrate the students back into their community 
and public school.
Initially, staff at Peabody College in Tennessee trained the staff for the Re-ED 
program. Training focused on child development theory, remedial instruction techniques, 
behavior management strategies, group development, using mental health and educational 
consultants, and developing outdoor skills (camping). Teachers for the Re-ED programs 
were called teacher-counselors. It was expected that the teacher-counselors would 
develop and utilize an understanding o f  the child with emotional disturbances and their 
families. The Re-ED program used both psychological and educational strategies to work 
with students but the program stressed that working with the children could not be 
isolated to one environment. Strategies must involve all aspects o f a student’s life; school, 
home, and community. Thus, the Re-ED programs utilized an ecological model and made 
an effort to work with all individuals who had an integral role in students’ lives (Hobbs,
1994). The schools were located in residential communities. Today, there are twenty-six 
agencies across the United States that are members of the American Re-ED Association 
(AREA).
Vacc investigated the impact o f segregating students with emotional disturbances 
from the general education population. In 1968, Vacc compared the change in
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achievement, overt behavior, and the social position o f students with emotional 
disturbances in special and regular education classes. Vacc measured these changes by 
evaluating change in performance on the Wide Range Achievement Test, the Behavior 
Rating Scale, and a sociometric questionnaire. Vacc concluded that students with 
emotional disturbances who were in regular education classes performed less well, made 
fewer positive behavioral changes, and were less accepted by their peers than those 
students with emotional disturbances who were placed in special education classes. In 
1972, Vacc followed-up his 1968 study o f  the performance o f emotionally disturbed. In 
his second study, Vacc investigated the long-term changes in achievement, overt behavior, 
and acceptance by peers. Vacc concluded that, “if special classes have any advantages 
over regular classes for emotionally disturbed children, it exists only as long as the 
children remain in the special program” (p. 21). As a result, he questioned the concern 
regarding the placement o f students with emotional disturbances into special education 
classrooms.
While special educators were making a concerted effort to address the needs o f 
students with emotional disturbances and their families by developing educational options 
such as the Re-ED program, lawmakers recognized the increasing problems facing this 
segment of society. In 1965, Congress established the Joint Commission on Mental Health 
o f Children to focus on the mental health needs o f children. In 1970, this Commission 
published a report detailing significant issues in serving children with mental health issues. 
Basically, the Commission noted that children with emotional problems were bounced 
from agency to agency, no single agency serving as the “keeper” for these children. 
Additionally, the Commission found, “No agency is equipped to evaluate either the
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correctness o f their placement or the outcome of the placement (p. 7)”. In 1978, the 
President’s Commission on Mental Health was established. The purpose o f this 
Commission was to review the mental health needs for America and make 
recommendations. This Commission also observed that mental health services for children 
and adolescents often were not available.
In 1995, Lloyd and Kauffman reviewed the history o f services for students with 
emotional disturbances. In discussing the requirements for the least restrictive placements 
for students with emotional disturbances, Lloyd and Kauffman agreed that the least 
restrictive placement generally is viewed as the regular education classroom in the 
neighborhood school. These authors noted that students with emotional disturbances bring 
challenging social behaviors and a history o f academic failures to the classroom. It is 
important to note that students with emotional disturbances often violate “teachers’ 
standards and expectations” and that most regular education teachers do not effectively 
utilize behavior management practices to reduce the violations. Thus, the expected 
outcome for students with emotional disturbances is continued inappropriate social 
behavior and academic failure. Other issues first must be addressed before placement of 
students with emotional disturbances into regular education classrooms is feasible or 
appropriate.
LEGAL FOUNDATION FOR INCLUSIVE PRACTICES
As educational philosophies have changed over time with different educational 
movements, Congress and the judicial system have been called upon to develop legislation 
to provide for individuals with disabilities and interpret the legalities o f how these changes 
have been implemented. In 1852, the first compulsory school attendance law was passed.
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However, schools routinely excluded certain groups of students based on gender, race, 
and disabilities. In 1893, the Supreme Court o f Massachusetts ruled in the Watson v. City 
o f Cambridge case that school committees o f a city or town could exclude students from 
school if the exclusion was made in “good faith in the management o f  the schools upon the 
matters o f fact directly affecting the good order and discipline o f the schools” (p. 864). 
This included acts of disruption which were either voluntary or “by reason of imbecility”.
In this case, the student expelled from school was excluded because, “he was too weak- 
minded to derive profit from instruction”. Additionally, the child was considered 
“troublesome to other children, making unusual noises and pinching others”.
Judicial rulings that excluded children believed to be different in some manner 
continued throughout the United States well into the next century. However, changes 
started to occur in the 1950s, with the advent o f  the civil rights movement. In 1954, the 
Unites States Supreme Court ruled in Brown v. Board of Education that segregation in 
education based on race was unacceptable. The Court held that education in the United 
States might be the most important function o f  state and local governments. Additionally, 
the court noted that education is an essential foundation to a democratic society and to 
deny an appropriate education prevents individuals from being productive members o f 
society. Further, the court held that separation, in this case based on race, provides 
individuals with a feeling o f inferiority and, “affects the motivation o f  a child to learn”.
The Brown case specifically addressed separation based on race, however, many special 
educators have asserted that the same arguments apply to disabilities.
While the Supreme Court recognized the debilitating effects o f  segregation, school 
systems were slow to make changes in student educational practices. In 1958, the
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Supreme Court o f Illinois in the Department o f Public Welfare v. Haas noted that where a 
parent was being sued for maintenance charges for his son at the Lincoln State School, 
this facility was not considered part o f  the public school system and the parents were liable 
for the monetary charges. The Court ruled the Lincoln State School was actual a hospital. 
The parents argued that the State Constitution indicated that the state was to provide a 
free education for all students, and that the Lincoln School should be included. The Court 
held that while the state constitution guaranteed all students a free education the term 
“common school education implies the capacity, as well as the right to receive the 
common training”. Thus, since the child had been judged incompetent and “mental 
deficient or feeble minded” the State was not required to provide a free educational 
program.
The aforementioned belief that children who were mentally deficient were not 
eligible for an education began to change in the 1960s. In 1965, the Elementary and 
Secondary Education Act (ESEA) was passed to provide programs and funding to states 
to provide educational services to the poor. In 1974, this Act was amended and the 
foundation was laid for many o f the major components o f the 1975 Education of All 
Handicap Children’s Act. Specifically, Section 613 of the 1965 ESEA was amended to 
include, “establish a goal o f providing full educational opportunities to all handicapped 
children” (p. 659). This amendment also included goals for providing procedures to ensure 
protection of student and parental rights and procedures for ensuring that handicapped 
children where education to the maximum extent possible with their nonhandicapped 
peers. In 1975, these “goals” were enacted with Public Law 94-142, The Education o f All 
Handicapped Children’s Act.
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In the 1982 Board o f Education o f the Hendrick Hudson Central School District, 
W estchester County, e ta l. v. Rowley case, the United States Supreme Court made it’s first 
ruling regarding PX. 94-142. In reviewing the case, the Court noted that the intent o f this 
law was to provide access to education for handicapped children. In so doing, there were 
clear definitions and procedural requirements for school systems to follow. However, the 
law did not address the “level o f education to be accorded to handicapped children”. 
Additionally, the Court found that the Act did not require the school systems to “maximize 
the potential” o f  each child with a handicap but rather provide them with the same 
opportunities as their non-handicapped peers and that the child was receiving some 
“educational benefit”. The Court further stated that once courts have reviewed a case and 
found that the school systems had met the requirements of the act, the courts needed to 
“be careful to avoid imposing their view o f  preferable educational methods upon the 
States” (p. 207). As a result of this type o f  language, later court cases focused on 
procedural aspects o f school systems in fulfilling their obligations under PX. 94-142.
In the 1980s, several major court cases addressed the issue o f educating students 
in the “least restrictive environment” (LRE). The focus of most o f  these cases was the 
“educational benefit” doctrine set forth in the Rowley case. On July 25, 1980, the District 
Court in Arkansas found in the Springdale School D istrict v. Grace that the school 
systems desire to send a young deaf girl to a state school for the deaf was not in 
accordance with P.L. 94-142. The District Court recognized that the state school for the 
deaf provided the “best” educational program for the student. However, the parents 
wanted the child educated in the public school near their home. The District Court found 
that the public school could provide an “appropriate” education while also providing her
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instruction in some areas (i.e., physical education, penmanship, music, and art) with her 
non-disabled peers. Thus, the District Court ruled that requirements o f P.L. 94-142 could 
be fulfilled by educating this student who was deaf in the public school with a teacher who 
was certified in teaching the deaf.
In 1983, the United States Court o f Appeals for the Sixth Circuit ruled on the case 
o f Roncker v. Walker. In this case, a local school system determined that a nine-year old 
severely retarded child (IQ o f below 50) should attend a county school strictly for children 
with mental retardation. The parents disagreed on the basis that the child would have no 
interaction with non-disabled peers. While the case was moving through the judicial 
system, the child was placed at a public school in a specialized class for students with 
mental retardation. The lower courts ruled in favor of the school district and noted that 
while the child was attending the public school he made no significant progress. The Court 
o f Appeals found that the lower courts had erred in their decision. Specifically the Court 
o f Appeals stated,
In a case where the segregated facility is considered superior, the court 
should determine whether the services, which make that placement 
superior, could be feasibly provided in a non-segregated setting. If  they 
can, the placement in the segregated school would be inappropriate under 
the Act. Framing the issue in this manner accords the proper respect for the 
strong preference in favor o f  mainstreaming while still realizing the 
possibility that some handicapped children simply must be educated in the 
segregated facilities either because the handicapped child would not benefit 
from mainstreaming, because any marginal benefits received from
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mainstreaming are far outweighed by the benefits gained from services 
which could not be feasibly be provided in a non-segregated setting, or 
because the handicapped child is a disruptive force in the non-segregated 
setting, (p. 1063)
The criteria contained in the Roncker case regarding consideration for mainstreaming 
became known as the “feasibility” standard. In this case, the Court o f Appeals remanded 
the decision back to the lower courts so that they could review their decision in light o f 
the guidance they had provided. However, it was clear from the Roncker case that the 
Court of Appeals recognized the legitimacy o f the continuum of services while 
concurrently reminding the lower courts o f the preference for children to be educated in 
the regular education classrooms when possible.
In 1989, the courts began to view cases related to educational placement 
differently. The United States Court of Appeals, Fifth Circuit, ruled on the Daniel R.R. v. 
State Board o f Education case. In this case, the parents o f a six year old boy with Down’s 
Syndrome wanted their child to receive half-day services in a regular education pre­
kindergarten class to receive time with non-disabled peers. The child also attended a half­
day special education program. After several months, the school district wanted the child 
returned to a fiill-day special education program. The school system argued that the child 
required one-to-one attention to participate, was not benefiting academically even with 
substantial curriculum modification, and was disrupting the class by requiring so much o f 
the teacher’s attention. The parents disagreed. While the Court o f Appeals found in favor 
o f the school district for a special education placement, they made several significant 
points related to the issue o f mainstreaming (or inclusion) that would impact future cases.
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First, the Court noted that the test provided in the Roncker case, the “feasibility” standard, 
was too meddlesome. The Court wrote,
We believe, however, that the test necessitates too intrusive an inquiry into 
the educational policy choices that Congress deliberately left to state and 
local school officials. Whether a particular service feasibly can be provided 
in a regular setting is an administrative determination that state and local 
school officials are far better qualified and situated than are we to make.
(p. 1046)
In reviewing the goals of mainstreaming or having students educated in the least restrictive 
environment, the Court of Appeals took a broader position that the previous position o f 
educational benefit. Instead, the Court o f Appeals found that, “educational benefits are 
not mainstreaming’s only virtue. Rather, mainstreaming may have benefits in and o f  itself 
(p. 1047)”. Further, the Court o f Appeals found that while, “ a handicapped child may not 
be able to absorb all o f  the regular education curriculum, he may benefit from 
nonacademic experiences in the regular education environment (p. 1048)”. This 
philosophy provided by the Court o f Appeals supports the tenets of the inclusive schools 
movement; that is, students can benefit from the social experience of the regular education 
environment. Consequently, the Court Appeals in the Daniel R_R. case developed it’s 
own test for whether appropriate considerations for mainstreaming had been made. This 
test asked two basic questions, first, whether education in the regular classroom, with the 
use o f supplemental aids and services, can be achieved satisfactorily for a given child and 
second if not, whether the school has mainstreamed the child to the maximum extent
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appropriate. After these two questions, the Court o f  Appeals then broke the 
mainstreaming question into four smaller components:
1) Is the state providing supplementary aids, services, and modifications, 
which are sufficient or are they just a token gesture?
2) Is the regular education instructor devoting all or most o f their time to 
one handicapped child or having to modify the regular education program beyond 
recognition?
3) Will the child receive educational benefit. This not only encompasses 
academic achievement but benefit from language and behavior models of 
nonhandicapped peers.
4) What effect the handicapped child’s presence has on the regular 
classroom environment, and thus on the education o f the other students.
The Court o f Appeals elaborated on the fourth component by stating, 
‘"Where a handicapped child is so disruptive in a regular classroom that the 
education o f the other students is significantly impaired, the needs o f the 
handicapped child cannot be met in that environment (p. 1049)”. This 
interpretation o f P i .  94-142 has provided support for those who advocate for the 
continuum o f special education services. Specifically, addressing the issue o f 
disruption and the impact o f these disruptions on other students has significant 
implications for the education of students with emotional disturbances. The 
characteristics o f emotional disturbances include impulsive outburst which often 
include behaviors that significantly impair the learning environment for other 
students. Thus, as a  result o f  their disability, students identified as emotionally
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disturbed have a  higher rate o f need for alternative placements than students with 
other types o f disabilities.
In cases that followed Daniel R.R., the courts further defined and 
streamlined the concept o f supplementary aids and modifications. In Greer v. 
Rome City School District in 1991, the United States Court of Appeals for the . 
Eleventh Circuit specified that the consideration of supplementary aids and 
curriculum modification must occur “prior to and during the development o f the 
fEP (p. 696).” The Eleventh Circuit Court o f Appeals further stated that, “It is not 
sufficient that school officials determine what they believe to be the appropriate 
placement for the handicapped child and then attempt to justify this placement 
only after the proposed IEP is challenged by the child’s parents (p. 696).” In the 
case of Greer, the Appeals Court did not believe it was up to the court to consider 
whether the supplementary aids, services, and modifications were “token 
gestures,” and thus this element was not considered. However, in the Greer case, 
the Court o f Appeals considered one factor that was not mentioned in the Daniel 
R.R. case. That factor was the cost of the mainstreaming efforts. The Court of 
Appeals stated, “I f  the cost of educating a handicapped child in a regular 
classroom is so great that it would significantly impact upon the education of the 
other children in the district, then education in a regular classroom is not 
appropriate (p. 697)”.
As a result of the Daniel R. R. and Greer cases, criteria for a standard to 
determine whether a school system had fulfilled its obligation to educate a student 
in the least restrictive environment were established. In many instances, the school
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districts were found not to have fulfilled their obligations regarding the 
mainstreaming element. However, more recent cases have begun to elaborate on 
situations where it is not possible for children to receive a free and appropriate 
education in inclusive settings (CEC Today, 1996).
In 1996, the U.S. District Court for S.D. Indiana, heard the case o f DJF. v.
Western School Corporation. In this case, D.F., a thirteen year old boy with severe 
mental disabilities along with seizures, cerebral palsy, and several other debilitating 
conditions, was assigned to a special education classroom in a school outside o f his home 
school district. His parents requested that DJF. be assigned to a neighborhood school in a 
regular education classroom. After review of the administrative record o f the hearing 
officer and listening to testimony for both sides, the Court ruled in favor of the school 
district. In making this decision, the Court cited several factors leading to their 
determination. First, the Court reviewed the Supreme Court decision o f the Rowley case. 
In this case, the Supreme Court cautioned lower courts against substituting their own 
opinions regarding educational policy in place o f the opinions of school officials. Second, 
they reviewed the opinion o f the Fifth Circuit Court o f  Appeals in their 1989 Daniel R.R. 
case. In this case, the Fifth Circuit indicated that while mainstreaming is preferred, 
integration o f students into regular education classrooms should not occur at the expense 
of all of the other IDEA educational requirements. Additionally, the Court reviewed the 
four elements related to mainstreaming as set forth in the Daniel R.R. and Greer cases; 
educational benefits, non-academic benefits, effect on the teacher and other students, and 
cost. One proposal was for D.F. to have a full time assistant in the regular education class 
to provided extensive one-to-one attention. Both sides agreed that this would not be
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appropriate because it would isolate D.F. from his peers. However, it was recognized that 
D.F. could not participate hilly in the classroom activities with this intensive assistance.
The Court ruled that the curriculum would have to be altered too drastically and the 
demand on the regular education teacher would be too great to serve the other students 
effectively. Additionally, the Court commented that IDEA does not require students to be 
educated in neighborhood schools and that the least restrictive environment clause 
requires “appropriate” mainstreaming not mainstreaming at all cost. In this case, 
placement in a regular education classroom was judged to be inappropriate.
In a later case, the United States District Court in Missouri, did not support the 
school district in its effort to place a student in a less restrictive environment. In the case 
o f Fort Zumwalt School District v. Missouri State Board o f Education 1996, the school 
District wanted to maintain a placement for a student in a regular education classroom 
with time in a resource room for support. The hearing officer found in favor o f the 
parents who had provided notice to the district that they were not satisfied with the 
placement and the IEP and were placing their child in a private school for students with 
learning disabilities. After reviewing the case, the Court found that while the preference 
for mainstreaming is clear, it is not absolute. Additionally, mainstreaming is not 
appropriate if is does not benefit the child. In this case, the child was not making 
educational progress in the public school, and progress at the private school was 
documented clearly. Also, the public school refused to change teaching methods even 
after the methods they had utilized for several years were not successful. Thus, the school 
district did not offer the child a free and “appropriate” education. Therefore, the
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placement in a private school for students with learning disabilities, while being totally 
segregated from non-disabled peers was the appropriate environment.
Viewed together, it is clear from the cases related to school placement for students 
with disabilities that mainstreaming with non-disabled peers is preferred. However, it is 
equally clear that the courts believe there are times when it is appropriate to educate a 
child in an environment away from their non-disabled peers and that a continuum of 
services must be maintained to ensure appropriate educational services for all students.
The courts have provided guidelines to consider when making the decision to educate a 
child in a more restrictive environment. These guidelines include the educational benefit a 
child will receive in a regular education classroom, the non-academic benefits such as 
language and behavior skills a child will learn from his/her nondisabled peers, the amount 
of attention required by the regular education teacher for the student with a disability and 
the impact the child’s behavior has on the functioning of the classroom, and if the cost o f  
providing services in a mainstreaming environment has a negative impact on the other 
students in the district (CEC Today, 1996; Yell, 1995, 1998).
NOTABLE EDUCATIONAL MOVEMENTS
The goals o f education in the United States have changed over time to meet the 
ever-changing needs and beliefs o f  society. Initially, as an agricultural society, education 
was not deemed necessary for everyone. As the country become more industrialized, 
education became more important. As technology has improved, the need for an even 
more educated work force has evolved. In response to these demands, educators and 
others involved in the educational system have pushed for large-scale changes in the
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institution o f public education. Many o f these movements have directly impacted on 
special education services.
In May, 1954, the Supreme Court made a historical decision with it’s Brown v. 
Board of Education ruling, which greatly impacted the educational system of the United 
States. This decision indicated that the “separate but equal” doctrine adopted by the 
United States in Plessy v. Ferguson, was not acceptable in America’s classrooms. 
Following this decision and the continued development o f  the civil rights movement in the 
1960s, President Johnson made educational opportunity for all students a primary focus o f 
his national agenda. As a result, the federal government passed several pieces o f 
legislation to provide funding for programs to improve education for children in poverty 
and at-risk situations, including students with disabilities. This movement in education 
became known as the equity school reform movement. The heart o f this movement, was 
summarized by Berube in 1991.
The key idea of these equity reformers was that the failure in educating the 
poor was the responsibility of the schools. These romantic reformers 
assumed that the poor were educable. Consequently, it was the task o f the 
schools to fashion teaching so that learning could take place among the 
poor. (p. 68)
In stark contrast to the equity school reform movement that focused on the poor, 
the 1980s ushered in an era punctuated by focus on improved standards for all students.
On August 26, 1981, the National Commission on Excellence in Education was created by 
Secretary o f  Education T.H. Bell. The Commission was created due to the Secretary’s 
concerns about the public perception that there was something wrong with the public
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education system. The Commission was to target six specific areas o f concern. These 
areas o f concern were: assessing the quality of teaching and learning at public and private 
schools and universities, comparing schools and universities with other advanced nations, 
studying the relationship between college admissions requirements and student 
achievement in high school, identifying educational programs which result in student 
success in college, assessing the degree to which major social and educational changes in 
the last quarter century affected student achievement, and defining the problems which 
must be faced and overcome if we are successfully to pursue the course of excellence in 
education. The Commission was directed to present a report on the quality of education in 
America. That report, A Nation a t Risk: The Im perative fo r  Educational Reform  was 
delivered on April 26, 1983. As stated by Chairman Gardner, the purpose of the report 
was to define the problems afflicting American education and to provide solutions. A 
Nation at R isk opens with an alarming tone on the status o f education in America, “Our 
Nation is at risk” (p. 5). The report continues,
the educational foundations o f our society are presently being eroded by a 
rising tide o f mediocrity that threatens our very future as a Nation and a 
people. What was unimaginable a generation ago has begun to occur- 
others are matching and surpassing our educational attainments. If an 
unfriendly foreign power had attempted to impose on America the 
mediocre educational performance that exists today, we might well have 
viewed it as an act o f war. (p. 5)
The Commission identified and reported twelve indicators o f risk as follows:
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1. International comparisons o f student achievement completed a decade 
ago, reveal that on 19 academic tests American students were never first or second 
and, in comparison with other industrialized nations, were last seven times.
2. Some 23 million American adults are functionally illiterate by the 
simplest tests of everyday reading, writing, and comprehension.
3. About 13 percent o f  all 17-year-olds in the United States can be 
considered functionally illiterate. Functional illiteracy among minority youth may 
run as high as 40 percent.
4. Average achievement o f high school students on most standardized tests 
is now lower than 26 years ago when Sputnik was launched.
5. Over half the population o f gifted students do not match their tested 
ability with comparable achievement in school.
6. The College Board’s Scholastic Aptitude Tests (SAT) demonstrate a 
virtually unbroken decline from 1963 to 1980. Average verbal scores fell over 50 
points and average mathematics scores dropped nearly 40 points.
7. College Board achievement tests also reveal consistent declines in recent 
years in such subjects as physics and English.
8. Many 17-year-olds do not possess the “higher order” intellectual skills 
we should expect of them. Nearly 40 percent cannot draw inferences from written 
material; only one-fifth can write a persuasive essay; and only one-third can solve a 
mathematics problem requiring several steps.
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9. There has been a steady decline in science achievement scores o f US 17- 
year-olds as measured by national assessments o f science in 1969, 1973, and 1977.
10. Between 1975 and 19S0, remedial mathematics courses in public 4-year 
colleges increased by 72 percent and constitute one-quarter o f all mathematics 
courses taught in those institutions.
11. Average achievement o f  students graduating from college is also lower.
12. Business and military leaders complain that they are required to spend 
millions of dollars on costly remedial education and training programs in such basic 
skills as reading, writing, spelling, and computation (pp. 8-9).
These reported student outcomes or “indicators o f risk’' indicated 
deteriorating student performance. These outcomes were considered extremely 
alarming considering the demands for skilled workers in an increasingly 
technological and computer oriented society. This report, with its alarming tone, 
gave birth to the Excellence Reform Movement in education (Berube, 1988).
Berube (1988) noted that the Excellence Reform Movement had three major 
impacts on education. First, many o f  the studies regarding this movement refocused 
attention and interest on to the educational system. Second, the theme of the studies 
shifted from providing services from the disadvantaged (which had been the focus o f the 
educational policies o f the 1960s) to the preparation o f the “best and brightest”. Last, the 
excellence movement shifted the interest and accountability in education back away from 
the federal government to the individual states.
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While the excellence reform movement was critical o f the educational outcomes 
for all students, proponents o f  the Regular Education Initiative (REI) were critical o f the 
use o f a separate system to provide educational services to students with disabilities. The 
REI focused on restructuring both the general education system and the special education 
system into a unified system, a call for restructuring o f special education was not new. As 
previously noted, Deno’s goal in 1970 was to eliminate the need for special education 
altogether. In 1984, Stainback and Stainback proposed the merger o f special education 
and regular education. In their opinion, the rationale for the merger was that there are not 
two types o f students (regular and special) and the classification system for special 
education students was not appropriate. Wang and Reynolds agreed that many o f  the 
boundaries between the two education systems could be removed, however, their focus 
was on greater interface between the two systems, not the abolishment o f the two systems. 
Wang and Reynolds (1985) stated that a period o f “experimentation” needed to occur. 
During this time, funding for special education should be utilized to encourage more 
creative and effective methods to improve the educational services for special education 
students in the general education classrooms. These methods should then be evaluated 
based on student achievement. In 1986, Will, then Assistant Secretary for the Office o f 
Special Education and Rehabilitative Services, US Department o f Education, delivered a 
speech which was critical o f students with special needs being “pulled-out” to receive 
services. Many credit this speech with the birth o f the REI.
The REI has four central themes; integration o f  all special education students into 
regular education classrooms, providing services to students without the need to label 
students with a disability category, the merger o f regular education, special education, and
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all other compensatory programs into one funding unit, and the goal o f excellence for all 
by having all students exposed to more rigorous standards and expectations (Hocutt & 
McKinney, 1995; Kauffinan& Hallahan, 1995; Reynolds, Wang, & Walberg, 1987; 
Semmel, Abernathy, Butera, & Lesar, 1991; Stainback & Stainback, 1984). The REI has 
had both its supporters and critics. Both groups generally agreed on the basic tenets o f the 
REI, but vehemently disagreed on the outcomes that would occur if the REI was 
implemented fully. For it’s supporters the REI was a method for reducing duplication o f  
services, removing a stigma for students identified by a label, providing instruction to meet 
all learners needs, and using fiscal resources more efficiently (Reynolds, Wang, &
Walberg, 1994; Stainback & Stainback, 1984). However, for it’s critics, the REI was a 
method to decrease special education services by placing all special education and 
compensatory education fUnds with regular education monies, serve fewer students with 
special education services since fewer students would be identified as eligible for services 
without categorical labels, and place greater demands on already overburdened teachers 
by placing students with “extraordinary educational requirements in their classrooms 
(Braaten et al., 1988; Kauffman, & Hallahan, 1995).
While proponents o f the REI discussed the importance o f  students being integrated 
with their peers and the negative impact on self-esteem the dual system of education could 
cause, the population o f  students identified with emotional disturbances always presented 
a problem. As Ysseldyke, Algozzine, and Thurlow (1992) commented that there were not 
large numbers o f teachers who were choosing to teach students with challenging needs, 
specifically children exhibiting severe behaviors. With this attitude it is not surprising that 
this population o f students has usually been left out o f integration efforts.
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With the problems with education in the forefront o f national concern, political 
leaders began to make education issues part of their own platforms. Recognizing the need 
to address the concerns from the general public, business executives, and military leaders, 
regarding the readiness o f students graduating from our public education system, President 
Bush called for an education summit of the fifty governors o f  the United States in 
September of 1989. This was only the third time in history that a President had called for a 
summit. The purpose o f the summit was to develop a long-term plan for improving the 
national education system and the quality of training for the workforce. These issues were 
addressed through the development of national performance goals in the area of education 
and training. Clearly, education in the United States was again a top priority.
Seven primary goals emerged from this educational summit. Three of the goals 
centered on increasing economic competitiveness through increased training and 
achievement levels for students and teachers as well as equipping the schools with up-to- 
date technology. Two o f the goals focused on improving educational opportunities by 
addressing the issues o f  illiteracy and the drop-out rate, and two additional goals focused 
on preparing students to be ready for school and creating schools as drug-free zones.
After this conference, on March 31, 1994, Congress passed the GOALS 2000: 
Educate America Act. Federal funding was provided to assist states with school reform. 
GOALS 2000 had eight basic goals for schools to reach by the year 2000; have all children 
ready to learn when they entered school, have a 90% graduation rate, have all children 
competent in the core subjects, be first in the world in math and science, have every adult 
be literate and able to  compete in the work force, have safe disciplined schools which were
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drug-free zones, provide professional development for educators, and increased parental 
involvement in learning.
GOALS 2000 was not only for students who many consider the “best and the 
brightest,” but also for students with disabilities. The senate committee that recommended 
GOALS 2000 indicated that the law should serve as a method for making the tenets o f 
IDEA and the Americans with Disabilities Act (ADA) a reality and accomplishment o f 
IDEA goals should be considered a major part o f  the school reform projects. Additionally, 
the senate committee stated that, “the exclusion o f individuals with disabilities from any 
aspect of State or local education reform in unacceptable”. Further, the report stated that 
students with disabilities should have the, “same high expectations, treatment, and 
leadership offered to their nondisabled peers” (Sen Report 103-85, 103d Congress, 1st 
Session p. 20). For many, this means including students with disabilities in the general 
education classrooms and ensuring that they receive as many educational services as 
possible in those general education classrooms.
While the senate committee that recommended GOALS 2000 specifically noted 
that the exclusion of students with disabilities in school reform was unacceptable, they did 
not mandate that all students receive educational instruction in any specific location. 
Additionally, federal laws governing the delivery o f services for special education students 
do not utilize the term “inclusion” . The language used in the public laws that relate to 
special education speak to educating students with disabilities in the “least restrictive 
environment,” to the maximum extent is appropriate with their non-disabled peers. 
However, following the Regular Education Initiative, another educational movement
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followed closely behind. This movement has become known as the “inclusive schools 
movement”.
Since “inclusion” is not used or defined in federal laws, the term inclusion has 
come to mean many things to  many people (Fuchs & Fuchs, 1994). An understanding o f 
the inclusive schools movement is complicated by the fact that there are two philosophies 
within this movement—the “full inclusion” philosophy and the “inclusion” philosophy. 
There are similarities and differences between the two philosophies. Proponents of the full 
inclusion philosophy believe that all students, including those with severe disabilities, 
should attend neighborhood schools and be educated in the regular education classrooms. 
If  a student should require any related services, and/or accommodations, these should be 
provided in the regular education classroom. These proponents are known as “full 
inclusionists”. In contrast, proponents o f the inclusion philosophy believe that schools 
must commit to “educate each child, to the maximum extent appropriate, in the school and 
classroom he or she would otherwise attend” (Rogers, 1993, p. 1). They are known as 
“inclusionists”. Like the full inclusionists, inclusionists believe that if a student should 
require related services and/or accommodations, they should be provided, to the child in 
the regular education classroom. The premise behind both full inclusion and inclusion is 
that the child benefits socially merely from being with their non-disabled peers. Neither full 
inclusionists nor inclusionists believe the student needs to be able to perform the same 
academically as their non-disabled peers. The primary difference between: full inclusion and 
inclusion is that with full inclusion there is no belief in a continuum o f special education 
services. A continuum of services is the hierarchy o f services first described by Reynolds, 
which provides different level o f services based on the individual student” s needs. The
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level o f services include removing students from the regular education classroom. On the 
other hand, inclusionists concede that not all students can be appropriately served in the 
regular education classroom, no manner how many services and accommodations are 
provided. Thus, there is a belief in the need for the continuum o f special education
services.
Many educational organizations have taken a position regarding the inclusive 
schools movement. The Association o f  Persons with Severe Handicaps (TASH) has taken 
the lead in advocating the full inclusion philosophy. Other organizations that promote fully 
inclusive programming include the Association o f Supervision and Curriculum and the 
National Association for State Boards o f Education (Katsiyannis, Conderman, & Franks,
1995). However, other educational organizations have issued policy statements 
advocating for “appropriate inclusion” or inclusion where the continuum of services 
remains available and placement decisions are based on individual student needs. These 
organizations include: The Council for Children with Behavioral Disorders (1993), The 
Council for Exceptional Children (1993), The Learning Disabilities Association (1993), 
the National Joint Committee on Learning Disabilities (1993), Children and Adults with 
Attention Deficit Disorders (1993), American Federation o f Teachers (1993), National 
Education Association, and Council o f Administrators of Special Education, Inc. Other 
organizations supporting the maintenance o f  a continuum of service include: The 
American Council of the Blind, the American Foundation for the Blind, the Association 
for Education and Rehabilitation for the Blind and the Visually Impaired, the Blind 
Veterans Association, the Canadian Council o f  the Blind, the Canadian National Institute 
for the Blind, the National Federation o f  the Blind, and the National Library Service for
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the Blind and Physically Handicapped (1993), and Consumer Action Network for Deaf 
and Hard of Hearing Americans (Kauffman & Hallahan, 1995).
In 1994, Katsiyannis, Conderman, and Franks conducted a study o f state education 
department policies related to inclusion. In that investigation, surveys were sent to the 
directors o f special education for all fifty states, o f which forty state directors responded 
to the questions related to inclusionary practices. Data showed that eighteen states had 
developed policies related to “inclusion”; five other states reported that information 
related to inclusion had been developed but not a specific policy. Additionally, four states 
reported that inclusionary practices were within the practices for LRE. While definitions of 
inclusion in the policy statements varied, only one state eliminated placement in a self- 
contained classroom. The rest o f  the states maintained the need to adhere to, “procedural 
safeguards, due process rights, and placement decisions based on individual needs” (p. 
284). This included maintaining a continuum o f services.
EFFECTIVE PROGRAMMING FOR STUDENTS WITH EMOTIONAL 
DISTURBANCES
Effective strategies for working with students who have emotional disturbances 
have been discussed for many years (Deustch, 1949; Gable, Hendrickson, & Mercer,
1985; Kauffman, 1976; Muscott, Morgan, & Meadows, 1996; Stainback & Stainback, 
1980; Winzer, 1993). There have been many instances where individual teachers, 
therapists, and other professionals have had successful outcomes with single students or 
single classes in controlled settings. However, given range o f behaviors exhibited by 
students with emotional and behavioral disorders, the successful replication o f the positive 
outcomes of individual studies in public school settings has not been widely achieved.
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Lewis, Chard, and Scott (1994) cited Walker and Bullis (1990), “the public schools’ 
record of effectively accommodating students with behavioral disorders... is close to 
abysmal (p. 78)”. In short, identifying effective strategies for large numbers o f students 
with emotional and behavioral disorders continue to provide educators with many
challenges.
Federal legislation defines emotional disturbance as characteristics that are 
displayed over a “long period o f time” and “to a marked degree”. However, these 
characteristics themselves are described very vaguely. The defining elements of emotional 
disturbance include: an inability to learn which can not be explained by intellectual, 
sensory, or other health factors; an inability to build or maintain satisfactory interpersonal 
relationships with peers and teachers; inappropriate types o f behaviors or feelings under 
normal circumstances; a general pervasive mood o f unhappiness or depression; and, a 
tendency to develop physical symptoms or fears associated with personal or school 
problems. The federal definition excludes those children who are socially maladjusted, 
unless they also are emotionally disturbed but includes children who are schizophrenic. 
While the current federal definition for emotional disturbance provides a guide for what 
emotional disturbance is, it does not provide a clear picture o f  the type of behaviors an 
educator may encounter from students identified with this disability. This definition o f 
emotional disturbances fails to provide educators with information regarding the type of 
instructional programming that will be effective with this population of students.
Behaviors exhibited by students with emotional disturbances generally is divided 
into two categories, externalized behaviors and internalized behaviors (Achenbach & 
Edelbrock, 1981; Cullinan, Epstein, & Kauffman, 1984). Externalized behavior would
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include acts such as: failure to follow directions, physical and verbal aggression (hitting, 
biting, kicking, throwing furniture, swearing, and threats), and arguing. In contrast, 
internalized behaviors include: social withdrawal, depression, anxiety, obsessions 
(repetitive, persistent images or thoughts), and compulsions (repetitive stereotypical 
behaviors such as handwashing). Teachers working with children who exhibit any of these 
behaviors must possess many skills unrelated to their academic content knowledge. 
Teaching academics, while also managing these challenging behaviors, often makes 
maintaining the students who exhibit these challenging behaviors in the general education 
classrooms difficult.
It is clear from the legislation passed by Congress and the interpretation o f this 
legislation by the Courts that there is a strong preference for educating all students, 
including those with emotional and behavioral disabilities, in the regular education 
classroom. Congress and the Courts have left the methodology for instruction to 
educators. Given the variability o f the disability and the wide range o f possible student 
behaviors, a list of interventions and strategies for all circumstances does not exist. 
Additionally, given the nature o f the disability, research in the area o f serving students 
with emotional and behavioral disorders in the regular education classroom is somewhat 
limited. There is, however, a great deal of research on how to develop effective school 
programs which “include” students with other disabilities in the regular education 
classroom (Dowing, 1996; Evans & Harris, 1995; Evans, Harris, & Pirko, 1996; National 
Association of State Boards o f Education, 1995; National Education Association, 1994; 
Paul, Rosselli, & Evans, 1995; Stainback & Stainback, 1996; York, Doyle, & Kronberg, 
1992).
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In 1994, The Council for Exceptional Children (CEC) published its principles o f 
good practices for inclusive schools. The CEC’s framework identified twelve practices 
necessary for the inclusion o f  students with disabilities into regular education classrooms. 
These principles include; vision, leadership, high standards, sense o f  community, array of 
services, flexible learning environments to meet student needs (a continuum of services), 
researched-based strategies, collaboration and cooperation, changing roles and 
responsibilities, new forms o f  accountability, access, and partnerships with parents. Many 
of these same principles (or variations of these principles) have been recommended for 
successful inclusion programs by the National Association o f State Boards of Education 
(1995) and Stainback and Stainback (1996). However, it is the application and 
implementation of everyday details for the aforementioned principles for students with 
emotional disturbances which makes inclusion for this group o f students challenging and 
controversial.
Effective educational programming for students with emotional disturbances can 
be divided into two domains, behavior management and academic instruction. In 1980, 
Stainback and Stainback discussed the nature of severe maladaptive behaviors and the 
challenges these behaviors presented to educators in regular education classrooms.
Effective strategies they identified to reduce physical and verbal aggression included: 
negative reinforcement, time-out procedures, token economies, response cost procedures, 
overcorrection procedures, extinction, application of aversive stimuli, and differential 
reinforcement o f other non-compatible behaviors. While Stainback and Stainback noted 
that no one procedure worked with all individuals, they reported the effectiveness o f using 
a combination of the more positively based interventions which focus on developing
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appropriate behaviors, with more aversive interventions which focus on decreasing 
inappropriate behaviors. Students with severe maladaptive behaviors such as physical 
aggression do not respond to interventions in the same way. While some behaviors are so 
severe and unacceptable that only the most aversive interventions such as physical restraint 
and electric shock have been effective, Stainback and Stainback recognized the difficulty 
o f utilizing many of the more aversive interventions in a public education setting. They 
have riot answered their own question as to what types o f reinforcers and punishers 
teachers will use for those students exhibiting severe maladaptive behaviors when teachers 
are not able to use the most aversive interventions. Stainback and Stainback also 
considered the impact of curriculum on students with maladaptive behaviors. These 
authors strongly suggested that public school classrooms should consider the influence of 
the curriculum on the maladaptive behavior and analyze under which conditions the 
maladaptive behavior occurs. However, at the time o f their writing Stainback and 
Stainback noted little research related to curriculum and maladaptive behavior was 
available and further research in this area was recommended.
More recently, Kauffman, Lloyd, Baker, and Riedel (1995) reiterated concern 
regarding the efforts to place students with emotional disturbances into the regular 
education classroom along with the need to manage behaviors while addressing academic 
needs. These authors noted that many students with serious emotional or behavioral 
disorders remain in regular classroom settings and receive little or no assistance o f any 
kind. In contrast, Kauffman and his colleagues describe effective programs for students 
with emotional or behavioral disorders as those which provide, “necessary control of 
aggressive and disruptive behavior, but also offer a rich curriculum that helps a student
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learn self-control, attain academic competence, and acquire employment-related attitudes 
and skills (p. 543)”. These authors identified seven common characteristics of programs 
which have had success with students with emotional and behavior disturbances. These 
characteristics include: systematic, data-based interventions, continuous assessment and 
monitoring of progress, treatment matched carefully and specifically to the nature and 
severity of students’ problem, multi-component treatment, provision for frequent guided 
practice o f academic and social skills, programming for transfer and maintenance, and 
commitment to sustained intervention. Most educators and other professionals agree that 
management of aggressive and inappropriate behavior is essential for students with 
emotional and behavioral disorders (Guetzloe, 1993; Harvey, 1994; 1994 Muscott,
Morgan, & Meadows, 1996; Schnepf & Kleinle). Most educators also agree that the use 
of positively based behavior management programs are most appropriate for students with 
emotional and behavioral disorders in the public school setting (Hobbs, 1982; Lewis,
Chard, & Scott, 1994; Zabel, 1991). The challenge for many educators is how to pair the 
management of behavior with effective academic instruction so that educational gains 
occur. Today, educational gains are an even greater concern as administrators and 
teachers are being held accountable for all students, including those with disabilities, 
increased academic outcomes (Fuchs & Fuchs, 1995; PL 105-17, 1997; Ysseldyke, 
Alogozzine, & Thurlow, 1992).
As Muscott et al. (1996) note, most research on effective instructional practices 
has occurred in regular classroom settings where most students did not exhibit significant 
behavioral problems. In these settings, effective teaching practices reflect an emphasis on 
an instructional focus to include a review of previously taught material, direct instruction
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with guided practice after each step, high levels of student engagement and successful 
practice, feedback and expectations that students will leam (Kauffman, Lloyd, Hallahan, & 
Astuto, 1995; Muscott, Morgan, & Meadows, 1995). Additional elements considered 
necessary for effective instruction for students with disabilities include; structuring the 
physical environment; adjusting the pacing of instruction; varying the arrangement o f 
instruction by utilizing large groups, small groups, pairings, and individualized instruction; 
varying the teaching methodology, providing ongoing reinforcement; varying the rules; 
and varying the curricular strategies by using tapes, providing notes, using scribes, 
reducing the reading level o f  visual material, and using technology. While many of the 
strategies noted to be “good teaching practices” may be necessary, Kauffman and Wong 
(1991) found that teaching students with emotional and behavioral disorders requires 
teachers to possess an even greater repertoire of academic instructional strategies, 
behavioral management skills, and perseverance in order to be successful with students 
who have severe emotional and behavioral problems.
Some schools have created successful programs that include students with 
disabilities into their regular education classrooms. Even so, planning for students with 
emotional and behavioral disabilities in a regular education classroom is linked to the 
severity of their deficiencies. Researchers have identified several factors that can make the 
inclusion of students with emotional and behavior disabilities into the regular education 
classrooms more successful. One o f the most frequently cited strategies is the use of 
collaborative teaching or team teaching between special educators and regular educators 
(Keenan, 1993). Other strategies utilized for effective inclusion o f  students with emotional 
and behavioral disorders include: flexible programming with the ability to increase or
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decrease the restrictiveness o f placement as it is needed, alternative disciplinary codes, an 
integrated curriculum of social skills instructions, involvement o f  parents, on-going 
teacher training, and on-going assessment o f student and program (Cheney, 1994; 
Guetzloe, 1993; Johns, 1993; Keenan, 1993; Keenan, McLaughlin, & Denton, 1994;
Lewis & Bello, 1993; Price, 1993).
OUTCOMES FOR STUDENTS WITH EMOTIONAL DISTURBANCES
Since the passage o f  GOALS 2000 in 1993, the primary focus for educators has 
been to improve the academic outcomes for all students. Educators for students with 
emotional and behavioral disabilities must balance the time spent on academic instruction 
with the need to teach students appropriate behavioral and social skills. Reported 
outcomes for students with emotional and behavioral disabilities in work and leisure 
settings are just as deficient as are their academic skills. In 1990, Valdes’, Williamson, and 
Wagner authored the National Longitudinal Transition Study o f Special Education 
Students. This study reported on data collected on 8,000 special education students ages 
three to twenty-one from 450 randomly selected school districts. The following outcomes 
were noted for students identified as Seriously Emotionally Disturbed as defined by the 
P.L. 94-142, Education o f All Handicapped Children’s’ Act. In the regular education 
classroom setting, 44.6% o f  the students with emotional disturbances received a failing 
grade and 25.9% received a failing grade in their special education classes. Additionally, 
69% of the students in secondary schools accumulated a GPA o f 2.24 or less. Only 36.4% 
of students with emotional disturbances fully passed minimum competency exams, and 
22.9% of the students failed all portions of the minimum competency exams. For students 
with emotional disturbances, only 41.7% graduated from high school. Approximately 50%
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of the students with emotional disturbances dropped out o f  high school, 5.3% were either 
suspended or expelled, and approximately 4% aged out o f  the special education program. 
Approximately 7% o f students with emotional disturbances were unemployed and over 
25% were arrested. The overall picture painted by these outcome statistics for students 
with emotional disabilities is bleak. Students identified as ED are at high risk for school 
failure, school suspension, school dropout, unemployment, and incarceration.
Since the 1990 National Longitudinal Transition Study, educational outcomes for 
students with emotional disturbances have not significantly improved. In 1994, the 
Chesapeake Institute completed a report for the U.S. Department o f Education that 
examined the performance o f  students with serious emotional disturbances in relation to 
students without disabilities. This report found that in relation to their nondisabled peers, 
students with SED (a) failed more courses and minimum competency examinations, (b) 
had a graduation rate o f approximately 42% versus 50% o f the students with other 
disabilities and 76% o f  nondisabled students, (c) 48% dropped out o f high school between 
the grades o f 9 and 12 versus 30% of students with other disabilities, and 24% of other 
nondisabled high school students, (d) approximately 20% are arrested once before leaving 
school and (e) o f those who drop out, 73% are arrested within five years o f leaving 
school.
In addition to low academic success and high incidents o f  involvement with the 
juvenile justice system, another area o f difficulty for students with SED is employment. 
Many of the skills necessary for successful employment are specifically the skills which 
students with SED are lacking. Clark, Field, Patton, Brolin, and Sitlington (1994) 
identified skill areas that any student must be competent in to be successful in vocational,
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social, and independent living settings. These skill areas include: personal responsibility, 
social competence, interpersonal relationships, home living, job skills, consumer skills, and 
community participation. Carson, Sitlington, and Frank (1995) examined adult adjustment 
for students with behavioral disorders one and three years after leaving high school. The 
overall unemployment rate for both students with behavioral disorders who graduated and 
or dropped out ranged from 32% to 40%. However, the majority of these students 70% - 
72% who were employed worked at lower status jobs earning between S4.27 and $5.31 
(minimum wage $3.35 per hour). Additionally, 60% - 69% of those employed where 
receiving health insurance benefits.
In 1994, Meadow, Neel, Scott, and Parker conducted a study on the academic and 
social competence of students with serious behavioral disorders in both mainstreamed 
settings and nonmainstreamed settings. The types o f accommodations utilized in the 
mainstreamed settings were analyzed as well. The results o f  this study indicated that 
students with serious behavioral disorders who were mainstreamed performed better both 
on academic and behavioral indicators than there self-contained peers. That is, students in 
the mainstreamed classes had higher reading and written language scores, better work 
habits, and higher grade point averages. Furthermore, students in the mainstreamed classes 
demonstrated more appropriate classroom behavior with greater self-control.
Unfortunately, this and other studies have shown that teachers in mainstreamed classes 
utilize few accommodations for their students with serious behavior problems. Most 
teachers rely on the same curricula, the same classroom management techniques, and the 
same classroom rules for all students.
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BARRIERS FOR SERVING STUDENTS WITH EMOTIONAL DISTURBANCES IN 
THE GENERAL EDUCATION CLASSROOM
Both supporters and opponents of placing students with emotional disorders into 
regular education classrooms have legitimate concerns regarding students needs.
However, federal legislation and judicial review regarding the implementation o f the 
special education statutes clearly reflect a preference for educating all students with 
disabilities in the regular education classrooms, when it Is appropriate for the student and 
their classmates. Because o f  this preference, many states have developed guidelines 
regarding the “inclusion” initiative. In 1994, Katsiyannis, Conderman, and Franks 
reviewed state practices on inclusion of students with disabilities. The study was 
completed through a questionnaire sent to the special education directors of all fifty states 
and the District of Columbia. The results showed that, while “inclusion” is not mandated 
in federal legislation related to special education, eighteen states had policies regarding 
inclusion. Regarding barriers to inclusion, the most frequently cited barrier was the 
existing state special education funding formula. The authors noted additional barriers 
cited by the special education directors included; lack of teacher training, anti-inclusion 
attitudes, fear o f loss o f services or loss of a job, lack of teacher preparation for inclusion 
from university coursework, lack o f knowledge o f inclusion, existing categorical 
certification for teachers, large general education class sizes, lack of a vision, and a lack o f 
available state exemplary models. Similar barriers have also been noted by other educators 
(Lewis, Chard, & Scott, 1994; Ruhl & Swanger, 1994; Schnepf& Kleinle, 1994).
At the classroom level, one o f the goals o f serving students with disabilities in 
regular education classroom is to improve their social competence and foster positive peer
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disturbances have significant deficits in these areas. As Guetzloe (1993) noted “o f all 
students with disabilities, students with E/BD are the least accepted and the least welcome 
in the regular school setting (p. 21).” Many o f the barriers to inclusion she cited mirrored 
those identified by state special education directors; namely, lack o f appropriate 
preparation by staff and shortage of highly trained teachers. Others Guetzloe singled out 
reflected schools’ inability to manage behaviors and a fear o f  students by teachers and 
administrators.
In further discussing inclusion with ED students, Lewis, et al. (1994) noted that, 
for the inclusion o f students with emotional disturbances to be effective, several areas 
needed to be addressed, including a greater number o f “properly” trained teachers, a 
greater emphasis on the instruction of social skills, acceptance by teachers of the students, 
and parent involvement. Lewis and his colleagues (1994) placed special emphasize on 
social skills instruction. Students with ED often lack social skills. While they noted that 
many teachers rank interpersonal social skills more important than school rule compliance, 
they also found that social skill instruction is not being taught in most general education 
settings.
In the aforementioned studies, many researchers noted lack o f teacher preparation 
as a barrier to successful reintegration of students with emotional disturbances into less 
restrictive environments. However, their emphasis was on the need for greater 
instructional skills. In 1985, Laycock and Tonelson investigated the process of 
reintegration of students with emotional disturbances into less restrictive environments.
The researchers noted that teachers are relatively inexperienced in reintegrating students
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to a less restrictive environment. Additionally, they noted when transitions did occur, they 
occurred quickly. The suggestion was that due to the lack o f  teacher training in this area, 
combined with the lack o f  cognitive flexibility with students identified as emotionally 
disturbed, the transition itself is a barrier to students successfully re-entering a less 
restrictive environment. Thus, greater preparation for both teachers and students is 
necessary.
CHALLENGES FOR URBAN SCHOOL SYSTEMS
Finding methods to improve educational outcomes for students with emotional 
disturbances is a challenge for all school systems, but particularly for urban school 
districts. In the National Longitudinal Transition Study o f Special Education Students 
report of 1990, the largest proportion o f students with emotional disturbances live in 
urban settings (39.5%). O f the students identified as emotionally disturbed and living in an 
urban setting, 55.7% live with a single parent and 38.2% o f the families living in an urban 
setting with a child identified as emotionally disturbed have an annual income o f less than 
$12,000.00 and an additional 32% o f the families make less than $25,000.00.
Additionally, the racial composition of the student population identified as emotionally 
disturbed is not consistent with the racial composition of the general society. For students 
identified as emotionally disturbed, approximately 22% are black; proportionately, this is 
38% greater than the percentage o f black students eligible to enroll in school.
One o f the components identified as facilitating successful inclusion for children 
identified as emotionally disturbed is the availability in school o f  multi-agency services, 
specifically mental health services (Guetzloe, 1993, 1994; Keenan, 1993; Webber, 1993). 
Given the nature of emotional disturbances, some form of counseling may be appropriate
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for students with emotional disturbances to learn to respond appropriately to daily 
stressors they encounter in their school day and other facets o f their lives. It has been 
noted that the primary source for therapeutic or counseling services is the school (57.7%). 
However, approximately 57% o f students identified with emotional disturbances miss 
eleven or more days o f  school per year and 58% either drop out, are suspended/expelled, 
or reach the age limit for special education services. This poor attendance rate and high 
dropout rate significantly reduces the number of students who actually receive necessary 
and available counseling services.
In 1994, the U.S. Department o f Education report entitled National Agenda for 
Achieving Better Results for Children and Youth with Serious Emotional Disturbances, 
highlighted various challenges facing urban school districts working with students with 
emotional disturbances and their families. First, teachers and aides that work with 
emotionally disturbed students are more likely than other teachers to seek reassignment or 
leave their position. To compound the problem of teachers leaving current positions, 
Stoddart (1993) noted that urban school districts have always had a chronic shortage o f 
teachers. Stoddart also noted that the majority o f teachers completing approved education 
programs sought employment in suburban school districts not urban districts. In an effort 
to understand the issues related to teacher shortages specifically in the field o f working 
with students identified as ED, George, George, Gersten, and Grosenick examined the 
career intentions o f teachers working with emotionally disturbed children in 1995. The 
results of their study indicated that approximately 36% o f  the teachers participating in 
their study planned to leave the education field during the upcoming school year. This was 
compared to the finding that only approximately 9% of all special educators in a large
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teachers for the emotionally disturbed (83%) who indicated they wished to leave the 
teaching field felt this way due to the organizational structure o f their school. That is, they 
taught in self-contained settings in a public school building. Like student focused studies, 
the isolation from their coworkers left the teachers without a sense o f  support and 
belonging. Second, families with children who were identified as emotionally disturbed 
were more likely than families of children with other types of disabilities to be blamed for 
their child’s disability and to have to make significant financial sacrifices in order to 
provide services for their children. The resulting financial hardship and the lack o f trust 
between the schools and families makes developing a working partnership on behalf o f the 
student very difficult.
In addition to the challenges o f retaining teachers to work with students identified 
as emotionally disturbed, urban school districts face the challenge of hiring teachers which 
reflect the composition o f the students they teach. Clark-Chiarelli and Singer (1995) noted 
that the majority of teachers working with students identified as emotionally disturbed 
were female (76%) and white (85%). Of the remaining 15% only 10% o f the teachers are 
black. This is in contrast to the student composition. As previously stated, the majority of 
students identified as emotionally disturbed are male (79.4%). Additionally, while black 
students only comprise approximately 12% of the general population, 22% of the students 
identified as emotionally disturbed are black. Finally, Harry (1992) asserted that the lack 
of minority teachers to work with minority students impedes the development of 
significant relationships between students and their teachers.
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CHAPTER m  
RESEARCH DESIGN
OVERVIEW
This chapter describes the research design o f this study. Detailed information is 
provided regarding the urban area and school district (Wake County, North Carolina) 
where the study was conducted. Specifically, the population o f both Wake County and the 
school district are described in terms of number o f people, racial composition, and poverty 
index. Additional information is provided regarding the types o f education services 
provided by the school district with an emphasis on services for students identified as 
emotionally disturbed (in North Carolina the term Behaviorally Emotionally Handicapped, 
BEH, is used). This chapter also discusses the development o f the instrument used to 
gather data from the teachers in Wake County Public School. Specific information is 
provided regarding the validity and reliability measures for the survey instrument utilized 
in this study. The methodology for analyzing data gathered from the teachers in this study 
also is described.
This dissertation has two specific purposes. The first purpose is to identify and 
operationalize factors which are regarded as “best practices” for the successful “inclusion” 
of students identified as eligible for ED services into the least restrictive environment 
possible. The second purpose is to conduct a program evaluation of services provided to 
students with ED in an urban school system (population o f urban setting of 100,000 or 
greater) who are receiving educational instruction and related services in the least 
restrictive environment possible. Specifically, each o f the following components o f  the 
Wake County Public School System’s ED program are assessed: (a) practices currently
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utilized in the school system to “include” the ED population into the least restrictive 
environment and general education curriculum, as identified by teachers; (b) effectiveness 
of the practices utilized on student outcomes, as identified by teachers; and, (c) additional 
training needs necessary to improve the inclusionary practices with the ED population, as 
identified by teachers.
To gather data related to current practices, student outcomes, and teacher training 
needs, a survey with sixty-one (61) questions was developed and sent to regular and 
special education teachers in Wake County Public Schools. In addition, five focus group 
sessions were conducted in order to add depth and understanding to the survey results.
Use o f a mailed survey questionnaire was chosen because surveys are a relatively 
inexpensive means for gathering a wide-range of information in a short period o f  time. 
Additionally, survey questionnaires are self-administered and can be completed 
anonymously, with little disruption to the participating teacher (Isaac & Michael, 1989). 
Focus groups were chosen in order to provide additional information to that gathered by 
the survey questionnaire. Focus groups are more cost and time efficient than individual 
teacher interviews. Focus groups also allow the interviewer to identify any group 
interaction patterns and can lead to brainstorming activities which can result in productive 
outcomes (Isaac & Michael, 1989).
DEMOGRAPHICS OF WAKE COUNTY PUBLIC SCHOOL DISTRICT
The data collection occurred in Wake County, North Carolina. Wake County,
North Carolina is where the capital city of Raleigh is located. The 1990 census indicated a 
total population o f 423, 380 people. Of that number, 322, 129 (76.1%) individuals lived in 
an urban setting and 101,251 (23.9%) individuals lived in rural settings (Social
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Characteristics for Wake County, North Carolina, 1998). During the 1997-1998 school 
year, Wake County public schools provided educational services to 89,543 students 
between the ages o f  birth and twenty-two. Included in this population are 11,427 
(12.76%) students identified as eligible for special education services (excluding 
academically gifted). O f those students receiving special education services, 751 (6.5%) 
are identified as behaviorally emotionally handicapped (BEH). This term is used in place of 
the federal definition, emotionally disturbed, but reflects students with the same type o f 
disability (Certified Head Count for Special Education, 1998). In it’s report to Congress 
on the implementation of IDEA in 1996, the U.S. Department of Education reported that 
in the 1994-1995 school year the percentage o f students served under IDEA between the 
ages o f three to twenty-one was 7.7%. Of those students receiving services, 8.7% were 
identified as ED.
The racial composition of the population in Wake County is 324,011 (75.7%) 
white, 88,057 (20.8%) black, 1,148 (.3%) American Indian, Eskimo, or Aluet, 8,177 
(1.9%) Asian or Pacific Islander, and 5,396 (1.3%) Hispanic (Social Characteristics for 
Wake County, North Carolina, 1998). The racial composition for Wake County Public 
Schools is similar to the overall population. For the 1997-1998 school year, of the 88, 926 
students, the school system reported approximately 63,250 (71%) white, 23,474 (26.43%) 
black, and 2, 223 (2.5%) other. For the students receiving special education services 
identified as behaviorally emotionally handicapped, the racial composition reflects a 
greater minority population, 278 (37%) white, 453 (60%) black, 12 (2%) other, and 8 
(1%) multi-racial (Certified Headcount for Special Education, 1998).
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The 1990 census also indicated Wake County has a relatively low number o f 
individuals living below the poverty level. In 1997, the U.S. Census Bureau defined the 
poverty level for a family o f four as an annual income of $ 16,400 and for a family o f  three 
as $12,802. In 1997, 13.3% of the population in the United States lived below the poverty 
level. The mean family income In Wake County was $44,302, with only 3.6% o f the 
households receiving public assistance income. Additionally, of the families in Wake 
County, 6.022 (5.5%) were considered to be living below the poverty level (this level was 
not clearly defined) (Social Characteristics for Wake County, North Carolina, 1998). For 
students attending public schools, the measure used to reflect a need for public assistance 
is the qualification for free or reduced meals. For the 1997-1998 school year, the 
percentage o f all students receiving free or reduced meals was not available. However, for 
students eligible for special education services, 4,299 (37.62%) qualified for free or 
reduced meals. O f the 37.62 % receiving free or reduced meals, 3,131 (72.83%) were 
black. For students eligible for services as BEH, 484 (64.45%) were eligible for free or 
reduced meals. O f the 64.45% receiving free or reduced meals, 379 (78.31%) o f the 
students who were eligible for free or reduced meals were black (Percentage of 
Handicapped Students Receiving Free and Reduced Lunch, 1998).
As discussed in Chapter Two, the hierarchy of special education services described 
by Reynolds (1962) still is utilized in most public school systems. At the bottom o f the 
hierarchy is the least restrictive o f these services. The least restrictive service is to educate 
the student with a disability in the general education classroom. As one moves up the 
hierarchy, the next significant level o f service is to provide instruction in a resource 
classroom (the student leaves the regular classroom for less than 50% of the day). The
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
90
most restrictive placement in the public school is a  self-contained classroom where the 
student is segregated from the rest o f the student population. Even more restrictive is the 
removal o f  the student from the public school and placement in a separate facility (day 
program or residential program), hospital, or home. During the 1997-1998 school year, 
55% o f the Wake County public school students receiving special education services were 
educated in the general education classroom, 16% in resource rooms, 28% in self- 
contained classrooms, .4% in separate public facilities, and .2% in their home. During the 
same school year, for students identified as BEH, only 20% were educated in the general 
education classroom, 15% were educated in resource rooms, 59% were educated in self- 
contained classrooms, 5% were educated in separate public facilities, and 2% were 
schooled at their home (Certified Head Count for Special Education, 1998).
Wake County Public Schools includes seventy elementary schools, twenty middle 
schools, and fourteen high schools. Only schools that provided services to students 
identified as BEH were included in this study. As a result, twenty-two elementary schools, 
nineteen middle schools, and thirteen high schools were eligible to participate. The 
principal o f  each school was mailed a packet o f  information. In the packet was a letter 
explaining the purpose o f the study (see Appendix A). The letter included a request to 
mail the surveys to their special education teachers and a selection of their general 
education teachers. Additionally, there was a letter from the Assistant Superintendent for 
Evaluation and Research for Wake County Public Schools explaining the study was 
approved and that participation from the schools was voluntary (see Appendix B). Also 
included was a copy o f the survey instrument (see Appendix C). One week after the 
packets were mailed, a follow-up phone call was made to the principals to inquire if the
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packet had been received and if there were any questions. As a result, principals at all but 
one elementary, one middle, and two high schools agreed to allow their teachers to 
participate. Reasons given by the principals for non-participation related to the heavy 
workload teachers currently were experiencing and a lack o f interest by the specific school 
administrator at this time.
Educating students with disabilities in the least restrictive environment, the general 
education classroom, requires on-going collaboration between special education and 
general education teachers. The degree to which special and general education teachers 
work together varies depending on the philosophy o f  the school. In an effort to gain a 
balanced view o f  the practices utilized to serve students with BEH, both special and 
general education teachers were surveyed.
The special education services department for Wake County Public Schools 
provided the names o f the special education teachers at each of the schools providing 
services to students identified as BEH (a listing was not available for all o f  the general 
education teachers at each school). Each special education teacher was mailed a packet. 
The packet contained a letter explaining the research (see Appendix D), a letter from the 
Assistant Superintendent for Evaluation and Research for Wake County Public Schools 
explaining the study was approved and participation was voluntary (see Appendix B), a 
survey instrument (see Appendix C), and a stamped return envelope. In total 242 packets 
were mailed to special education teachers (49 elementary school special education 
teachers, 101 middle school special education teachers, and 92 high school special 
education teachers). See Figure 3.1.
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Figure 3.1 












Figure 3.1 The total number o f  surveys distributed to special and regular education 
teachers in elementary, middle, and high schools.
In each of the selected schools there are more general education teachers than 
special education teachers. However, many o f the general education teachers never have 
had interactions with special needs students. More specifically, these general education 
teachers have not interacted with students identified as BEH. In an effort to include 
general education teachers who had knowledge regarding the practices for working with 
BEH students, twice the number o f general education teachers at each school were mailed 
a survey packet of information. A roster o f general education teachers at each school was 
unavailable. Therefore, strict random selection procedures could not be utilized. The 
secretaries at each school were mailed the general education teacher packets for 
distribution. Each secretary received packets for the specified number of general education 
teachers at their school who should receive a packet (twice the number of special 
education teachers). Included in the secretaries information was a letter asking that a 
survey packet be placed in the mailbox of a general education teacher who taught in a 
content area of reading, math, science, or social studies (see Appendix E). The packets for 
the general education teachers contained a letter explaining the purpose o f the research
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(see Appendix F), the letter from the Assistant Superintendent for Evaluation and 
Research (see Appendix B) explaining the study was approved and that participation was 
voluntary, a copy o f the survey (see Appendix C), and a return addressed stamped 
envelop. Two elementary and two middle school principals requested the packets for the 
general education teachers be mailed directly to them for distribution. In all, 484 packets 
were mailed to general education teachers ( 98 elementary school general education 
teachers, 202 middle school general education teachers, and 184 high school general 
education teachers).
For cost efficiency, all of the survey packets were packed in large boxes and 
mailed directly to the Wake County Public Schools Evaluation and Research Department. 
The packets then were distributed to each school through the school mail courier system. 
Survey packets reached the individual schools on November 1, 1998. Surveys began to be 
returned within one week. As the surveys were received they were numbered. The 
demographic information in the personal information section was coded. Responses then 
were entered into a data base. As a result of the percentage of surveys returned, follow-up 
contacts were not made.
SURVEY INSTRUMENT DEVELOPMENT
In order to develop the instrument to gather the data necessary to complete this 
research, a critical and integrative review of the literature was conducted. This review 
identified the following instruments; the Implementation Site Criteria for Full Inclusion 
Programs sponsored by the California Department o f Education in 1991, the Inclusion 
Practice Priorities Instrument developed by Montie, Vandercook, York, Flower, Johnson, 
and McDonald with the Achieving Membership Program 1992, and the 1993 Kansas
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Checklist for Identifying Characteristics o f  Effective Inclusive Programs. Validity and 
reliability checks were not reported on these instruments. However, these instruments did 
not meet the exact needs o f the study. All instruments identified effective practices for 
inclusion o f students into general education classrooms; however, items specifically related 
to students with emotional disturbances were lacking. The Implementation Site.Criteria 
instrument and the Kansas Checklist had a component for identifying training needs, but 
also lacked information specifically related to students with emotional disturbances. Thus, 
the survey instrument used in this research was developed specifically for this project. The 
aforementioned surveys provided a foundation for the survey instrument developed for 
this project. In addition to reviewing the three instruments and modifying some o f the 
questions, additional questions were developed from the literature on practices related to 
the inclusion of special education students into general education classrooms.
The survey instrument developed for this research is comprised o f eight sections; 
personal information, school philosophy, administration, instructional/classroom issues, 
student issues, parent/caregivers and community issues, evaluation/assessment, and 
outcome. The survey topics were developed after a thorough review of the literature 
regarding the best practices for the “inclusion” o f  students with disabilities into general 
education classrooms (Cheney, & Barringer, 1995; Gable, Laycock, Maroney, & Smith, 
1991; Guetzloe, 1993; Harvey, 1994; Keenan, 1993; Lewis & Bello, 1993; Lewis, Chard,
& Scott, 1994; Muscott, Morgan, & Meadow, 1996; Schnepf, & Kleinle, 1994). After the 
survey topics were identified, questions related to each topic were developed from the 
literature review.
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Section one, personal information, o f the survey includes demographic 
information related to the individual teacher respondent. This information includes; 
gender, race, years o f teaching experience, grade level currently teaching, type o f teaching 
license, area of endorsements, name of school, and level of special education services 
provided to students with disabilities.
Section two, philosophy, is comprised o f  three questions. These questions related 
to the existence and development o f a school mission statement, staff responsibility for 
student outcomes (academic and behavioral), and student attendance to neighborhood 
schools. Many educators and educational agencies believe that a strong vision or 
philosophy of inclusive practices begins with a school mission statement which emphasizes 
inclusive practices (Council for Exceptional Children, 1994; Muscott, Morgan, &
Meadow, 1996; National Association o f State Boards o f Education, 1995; Stainback & 
Stainback, 1996).
Section three, administration, is comprised of eighteen (18) items. These items 
revolve around the involvement o f administrators in the development and promotion of 
inclusive policies as they relate to students with emotional disabilities. Topics include; 
involving staff in policy development, administrators attending meetings, joint planning 
times for teachers, on-going staff development, alternative discipline procedures, and 
reduced general education class sizes with those including students with emotional 
disabilities. Commitment by school administrators in these areas have been identified as 
necessary for inclusive efforts to be successful (Council for Exceptional Children, 1994; 
Keenan, McLaughlin, & Denton, 1994; Muscott, Morgan, & Meadows, 1996; National 
Association of State Boards of Education, 1995; Stainback & Stainback, 1996).
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Section four, instructional/classroom issues, is comprised o f twelve (12) items 
which relate to aspects of teaching and the structure or the classroom. Specifically, topics 
related to collaborative strategies, behavior management technique, access to the general 
education curriculum, social skills instruction, related services, crisis management, and 
flexibility in placement are included. The need for each of these elements to exist in 
inclusive settings is emphasized in the literature (Council for Exceptional Children, 1994; 
Johns, Geutzloe, Yell, Scheuermann, Webber, Carr, & Smith, 1996; Keenan, McLaughlin, 
& Denton, 1994; Lewis, Chard, & Scott, 1994; Muscott, Morgan, & Meadows, 1996; 
National Association of State Boards o f Education, 1995; Stainback & Stainback, 1996).
Section five, student issues, is comprised of six items related to the degree to 
which all students have the same access to school services and instructional options. 
Specific topics relate to using the same entrances, locker space, participating in extra­
curricular activities, and the opportunity to earn a standard diploma. A major facet of 
inclusive practices is the degree to which students with disabilities participate in the 
general education milieu and services (Council for Exceptional Children, 1994; Montie, 
Vandercook, York, Flower, Johnson, & McDonald, 1992; Rafalowski-Welch, Luksa, 
Mohesky-Darby, 1993).
Section six, parent/caregivers and community issues, is comprised o f ten (10) 
items. These items focus on the involvement o f parents/caregivers and other outside 
agencies to support the inclusion process o f students with emotional disabilities into the 
general education classroom. Topics include; communication methods, parent 
participation in meetings and school functions, accommodation for special family needs, 
availability o f community services in the school setting, and methods to coordinate service
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delivery. The ability to provide wrap-around services and meet student and family needs 
with the school setting has been cited by many educators and researchers as essential for 
effective inclusive practices (Council for Exceptional Children, 1994; Johns, Geutzloe,
Yell, Scheuermann, Webber, Carr, & Smith, 1996; Keenan, McLaughlin, & Denton, 1994; 
Lewis, Chard, & Scott, 1994; Muscott, Morgan, & Meadows, 1996; National Association 
o f State Boards o f Education, 1995; Stainback & Stainback, 1996; Webber, 1993).
Section seven, evaluation/assessment, is comprised o f eleven (11) items. These 
items focus on quality o f  assessment instruments, student evaluation, and program 
evaluation. Specific topics include having formalized evaluation procedures, collecting 
student data from a variety o f sources, on-going program evaluation, providing 
assessments which are free o f cultural bias, use o f functional assessments o f behavior 
student participation in state and local assessments, and alternative grading mechanisms. 
On-going assessment and reporting o f outcomes for students with disabilities is now 
required by IDEA 97 (Council for Exceptional Children, 1994; National Association of 
State Boards of Education, 1995; P.L. 105-17; Rafalowski-Welch, Luksa, Mohesky- 
Darby, 1993).
Section eight, outcome, has one item. This item is based on the individual teacher 
respondents perceptions as to whether or not students identified as having an emotional 
disability are successful in general/regular education placements.
The survey is divided into eight sections. The section topics were identified 
through the literature review. Each section is comprised o f statements related to the 
section topic. The items are statements written in the affirmative. Each statement has a 
corresponding likert scale identifying the degree to which the statement is practiced and
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the degree to which training is needed to improve the utilization o f  that practice. A likert 
scale is a scale with points assigned a numerical value at intervals which are assumed to be 
equal. Response statements for each point are provided. The likert scale for rating the 
degree to which the statement is practiced ranges from one to five. One means the practice 
is “almost always” utilized and five means the practice is “rarely utilized. The likert scale 
for rating the training need on the aforementioned practice ranges from one to four. One 
meaning there is a “high” need for training regarding the practice and four meaning there 
is no training need for the practice (see appendix C). Teachers completing the survey rate 
the degree to which each statement reflects the particular practice is being utilized in their 
school. The teacher then rates the degree to which training is needed to implement the 
stated practice more effectively. At the end o f each section, the teacher respondent is 
provided space for additional comments including anecdotal information he/she may wish 
to share.
VALIDITY MEASURES OF SURVEY INSTRUMENT
After the survey items were identified and developed from a review o f the 
literature, measures were taken to determine the validity of the survey items. The primary 
concept regarding validity is that the measuring instrument does what it is intended to do 
(Bingham & Felbinger, 1989; Borg & Gall, 1989; Carmines & Zeller, 1979; Creswell,
1994). There are several types o f  validity measurements. The primary measures o f validity 
for survey research are construct validity, content validity, and face validity.
Construct validity is the measurement of an identified hypothetical concept 
(Bingham & Felbinger, 1989; Borg & Gall, 1989; Carmines & Zeller, 1979; Creswell,
1994). Examples of a hypothetical concept include measures of intelligence, anxiety, and
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self-esteem. A hypothetical concept is based in theory, thus establishing the construct 
validity o f that hypothetical concept cannot be established through a single study, but 
rather requires many sources o f  information related to the concept (Anastasi, 1976; 
Bingham & Felbinger, 1989; Borg & Gall, 1989; Carmines & Zeller, 1979; Creswell,
1994; Payne, 1974). Evidence used to establish construct validity can include: expert 
opinion, research review, review of group differences, changes in group performance over 
time, correlation between instruments, and internal consistency measures o f the items 
within an instrument (Payne, 1974).
For this study, the concept to be investigated is the concept o f  “inclusion”. A 
review of the research identified eight major components that define the concept of 
inclusion. Data were gathered in these eight broad areas. One of the areas includes 
personal information related to the individual teacher respondent. This information was 
considered important since many o f the barriers to effective instruction for ED students 
noted in the research relates to training and certification of teachers who work with ED 
students (Clark-Chiarelli & Singer, 1995; Guetzloe, 1994; Keenan, McLaughlin, &
Denton, 1994; Lewis, 1994; Lewis, Chard, & Scott, 1994; Schnepf& Kleinle, 1994).
Seven other broad areas also were identified by the research as elements which were 
essential to the construct o f “inclusion” or educating students with disabilities in the least 
restrictive environment, in this case, the general education classroom. These seven areas 
were; vision/philosophical ideas, administrative support, instructional/classroom issues, 
student issues, parent/caregiver and community issues, evaluation/assessment, and 
outcomes (Council for Exceptional Children, 1994; Keenan, 1993; Lewis & Bello, 1993;
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Muscott, Morgan & Meadows, 1996; National Association o f State Boards o f Education, 
1995; Price, 1993; Webber, 1993; Stainback & Stainback, 1996).
Five outside experts in the field o f special education who specialize in emotional 
and behavioral disorders were sent copies o f the survey and asked to review the survey for 
construct validity. Specifically, the outside experts were to determine if the seven broad 
areas of the survey instrument, identified through the review of the literature, defined the 
theoretical concept o f “inclusion”. Three o f the experts returned the surveys. The outside 
experts did not recommend any changes to the seven broad areas identified as essential 
components to the construct o f “inclusion” and thus it can be assumed that the seven 
broad areas identified in this study were consistent with the concept o f inclusion. The 
agreement of these experts suggests that the construct validity of the instrument is high.
Content validity is the investigation o f content items to determine if the items 
represent what is being measured in a complete and balanced manner (Bingham & 
Felbinger, 1989; Borg & Gall, 1989; Carmines & Zeller, 1979; Creswell, 1994). Anastasi 
(1976) stated that to measure content validity the specified domain must be, “specifically 
analyzed to make certain that all major aspects are covered by the test items, and in the 
correct proportions” (p. 135). Payne (1974) indicated that content validity is measured 
through “a rational analysis” of the items. For this research, in an effort to establish 
content validity, a thorough review o f the literature as it related to the seven broad 
categories previously discussed in regards to construct validity was conducted. The 
literature review provided the information to develop the survey items which defined the 
seven categories of inclusion (Borg & Gall, 1989; Carmines & Zeller, 1979). The review 
of the literature did not provide a survey instrument that specifically measured practices to
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include students with emotionally disabilities in general education classrooms or to identify 
training needs of the teachers who work with these students. Thus, a field test o f five 
teachers working in an inclusive setting and five outside experts were asked to analyze 
each item for content validity. All five teachers completed the survey. They indicated that 
no changes were necessary to the survey instrument. Three outside experts responded.
The following revisions were made based on their feedback. One general recommendation 
was that the likert scale which was originally a three point scale be changed to a five point 
scale for more accurate interpretation o f the responses. This change was made. 
Additionally, it was recommended that in the introduction to the survey, a definition o f an 
inclusive program be provided. This recommendation was initially implemented. However, 
this recommendation was ultimately rejected after review by the Wake County Public 
School representatives. This issue will be discussed in further detail in a later section.
In the personal information section it was recommended that the type o f  teaching 
certificate be broken down into specific categories to include identification o f those with 
Master’s degrees and Ph.Ds. This was done. Item eight was recommended to include a 
break down of the size o f the school by using increments o f 250. This change also was 
made.
In the area of philosophy, question number three originally stated, “All staff 
members actively assume responsibility for all students’ learning and behavioral 
outcomes”. It was recommended that the word “administrators” be added to the question. 
This was done.
In the area of administration, question number two used the term “writing”. It was 
recommended that the phrase “written form” be used instead. This recommendation was
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implemented. Question five stated “the principal provides for changes”. It was 
recommended that this phrase be changed to “the principal facilitates changes”. Again, this 
change was made. Question fifteen used the phrase “plan o f action”. This was changed to 
“clear procedures are established for”. In the section o f instructional/classroom issues, it 
was recommended that item six be broken down into four specific categories which could 
each be rated. This was changed. Item twelve specifically was considered by one expert to 
be contrary to the notion o f  inclusion. This item remained in the survey due to the 
identification o f  it’s need in the research (Council for Exceptional Children, 1994; Gable, 
1994; Keenan, McLaughlin, & Denton, 1994; Lewis, 1994).
In the area o f parent/caregivers and community issues, three changes were 
recommended. It was noted by one expert that parents tend to resent training. Thus, it was 
recommended that the phrase “have access to” be added. Item eight was considered to be 
opinionated and it was recommended that the item be eliminated. This item was 
maintained due to it’s identification in the research (Bullough Jr. & Baughman, 1995; 
Juarez, 1996; Harry, 1992; Pugach& SeidI, 1995; Russo & Talbert-Johnson, 1997; U.S. 
Department o f Education, 1994). Item nine identified one agency service as “crisis 
intervention”. It was changed to “emergency out o f home placement” as recommended.
In the section o f evaluation/assessment, two recommended changes were made. In 
item three the term “functional” was added before the term “assessment’’. Also, an item 
was added to determine if students with emotional disabilities were included in local and 
state assessments. Agreement between the literature and expert opinions indicates that the 
content validity o f  this instrument is high.
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Face validity is the determination o f  whether the items “look like” the concept they 
are supposed to measure and whether items are interpreted the same way by the individual 
respondents (Bingham & Felbinger, 1989; Borg & Gall, 1989; Creswell, 1994). Borg and 
Gall (1989) noted that people tend to respond more positively to instruments which have 
face validity. Given that face validity measures the “appearance” o f measuring intended 
material, it is subjective and should not be the only validity measure. To determine this 
survey instrument’s face validity, three other survey instruments related to the inclusion o f 
special needs students into general education classrooms were reviewed. These three were 
not specific to the population o f students with ED and the instruments had not been 
evaluated for validity or reliability. However, these instruments contained many o f the 
items which were reflected in the review o f  the literature and were modified for use in this 
survey. Additionally, five teachers working in a school which had an inclusive policy for 
students with disabilities, completed the field test instrument. These teachers provided 
feedback regarding their understanding o f the survey items, the relevance o f the survey 
items, and the time it took to complete the survey. All five teachers stated in a brief 
interview that they understood the questions and the questions were relevant to the 
practices they were utilizing. Time to complete the survey ranged from nine minutes to 
fifteen minutes. None o f the five teachers made any recommendations or changes to the 
instrument. As a result o f the comparison with the three other survey instruments and the 
feedback from teachers in the field test, the face validity for this instrument is considered 
to be high (see Appendix G which is a one o f the orginial surveys utlized in the field test).
Upon completion of the revisions stemming from the field test and reviews by 
outside experts, the survey was sent to representatives of the Wake County Public School
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System for examination. In Wake County, the survey instrument was reviewed for 
information which was relevant to the Wake County Public Schools. Revisions requested 
by Wake County Public School officials were based on terminology used specifically in 
their county. The changes the school system requested are as follows: change the term 
‘"best practices” in the title o f the study to “effective practices”. The rationale being that 
the term “best practices” could bias teachers opinions and change the way they may 
respond to the answers. At the beginning o f the survey, a brief explanation o f the study, a 
definition o f inclusion, and directions were provided. It was requested that the definition 
of inclusion be removed. It was noted that the term “inclusion” had been discussed 
recently in many educational publications and meant different things to different people. 
The term evoked many strong emotions from the teaching staff. As a result, it was 
believed that using this term would bias participant responses to the survey. The position 
of the Wake County Public School System was that the federal law required that the 
school system provide students eligible for special education services in the least 
restrictive environment. It was the school systems opinion that they followed this mandate. 
However, the Wake County Public School System does not refer to the least restrictive 
environment policy as “inclusion” nor do the have a written policy on inclusion.
In the section o f personal information, it was requested that question eight be 
changed from identifying the size o f the school through increments o f 250, to requesting 
the name o f the school. Also, in the personal information section questions nine and ten 
were meant to identify the levels o f special education services provided to students with 
any type o f disability and the level o f special education services provided to students 
identified as BEH. Thus, the question was changed from an open-ended question to a
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question were the different federal options were identified and teachers were to check all 
the answers that applied to their school. After the above revisions were completed, the 
survey was approved to gather data from teachers in Wake County Public Schools. 
RELIABILITY MEASURES OF THE SURVEY INSTRUMENT
Reliability measures indicate the degree to which an instrument used to gather data 
will provide consistent and stable results over time (Borg & Gall, 1989; Isaac & Michael, 
1989); Wadsworth (1980) defined reliability as measures which reflect the trait or idea 
actually being measured and not a “chance” aspect o f the trait.
There are numerous methods to determine the reliability o f an instrument. For 
example, Isaac and Michael (1989) noted that to directly measure the consistency and 
stability o f items, one must compare at least two measurements, normally through 
retesting with the same instrument. When retesting is not an option, one can measure 
consistency by using procedures such as an “alternate form” or “split-half’. However, for 
this study, none of the current methods for determining reliability were considered 
appropriate. With regard to the consistency o f  response to survey items, the survey 
instrument contains seven broad areas as reviewed in the discussion o f  construct validity. 
The individual survey items within each section are related to the broad topic but, are 
independent from each other. Thus, a respondent may score one item within a section 
high, while scoring other items low. Therefore, using standard reliability measures to 
determine the consistency between items will result in scores which are skewed and have 
little meaning.
As for the stability o f the responses to individual survey items, standard measures 
also do not apply. Upon review o f the literature regarding inclusive programs, it was noted
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that changes to the program often are made throughout the school year or at the end o f 
the school year. For example, the Miller Middle School program in Marshalltown, Iowa 
implemented an inclusion program during the 1991-1992 school year. At the end o f that 
year surveys, interviews, and review o f students’ academic assessments were utilized to 
make changes for the 1992-1993 school year. This process was utilized again to make 
changes for the 1993-1994 and 1994-1995 school years. In Billings, Montana during the 
1992-1993 school year, school district #2 implemented a full inclusion program with one 
o f their elementary schools. Other schools within the district implemented limited 
programs. During the second semester o f the school year, one o f the high schools decided 
to attempt a modified inclusion program. A review o f student outcomes for the district 
resulted in the slow expansion of inclusive efforts. In 1997, Hunt and Goetz reported on 
inclusive educational programs, practices, and outcomes for students with severe 
disabilities. In their study they noted that,
Policy changes that were made during the course o f the investigation included (a) a 
reconceptualization of roles and responsibilities of educational staff that allowed 
individuals to function outside o f traditional roles to more adequately support all 
students, (b) establishment o f  a reduced size for classes that included a child with 
significant disabilities, and (c) opportunities for daily contact by all students and 
teachers with the students with disabilities.
In a related study, Evans, Harris, and Pirko (1996) reported on a school district’s 
perspective on change, specifically, the development o f an inclusive system. In their study, 
they provided guidelines for school districts developing inclusive programs. One o f the 
guidelines provided is the ability to refine and expand the program as needed. Given that
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inclusive programs are not static systems, change can be on-going throughout the school 
year. As a result, a respondent’s answer to this survey instrument regarding the utilization 
of individual educational practices and training needs to improve those practices may 
change from one administration o f  the survey to another administration o f  the survey, even 
within the same academic school year. Given the changing nature o f  inclusion programs, 
reliability measures were not utilized for this survey instrument.
DATA ANALYSIS
Data are reported regarding the number of returned and nonreturned surveys and 
this is presented in tabular form. Additionally, a wave analysis was utilized to determine 
response bias for the effects o f non-responses (Creswell, 1989). This procedure analyzed 
whether the responses of the teachers who did not complete and return the survey were 
significantly different from those who did respond and would have changed the overall 
results of the survey. This procedure analyzed, on a week-by-week basis, the responses to 
items in the survey. The assumption of this procedure, as noted by Creswell (1989), is that 
those teachers who responded during end o f the response period considered not 
responding. As a result, they can be considered “almost” nonrespondents. If  the responses 
of those teachers who responded at the end o f the response period are not different from 
the responses of the early weeks, then it can be assumed that the absences o f those who 
did not respond would not significantly impact the results.
For all items in each o f the eight sections, a frequency count for each response was 
calculated. A mean score for each item was determined. Anecdotal comments related to 
these items and sections were reviewed for further information. A frequency count was 
utilized to determine the degree which the practices are used and has been provided to the
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Wake County Public School System. This will enable the administrators o f  the school 
system to intervene with regards to the practices which are not being utilized. As many 
researchers have noted, utilizing practices identified in the research considered to be “best 
practices” for supporting inclusive models are beneficial to the student, parent, teacher, 
and school (Keenan, 1994; National Association o f State Boards o f Education, 1995; 
National Education Association, 1994; Stainback & Stainback, 1996).
Additionally, a frequency count was utilized to prioritize training needs as 
identified by the teachers. This information also was provided to the administrators o f the 
school system so that they may decide to what degree the training needs should be 
addressed. Researchers and teachers have identified the lack of appropriate and on-going 
training as a barrier to effective inclusion (Cheney & Barringer, 1995; George, George, 
Gersten, & Grosenick, 1995; Katsiyannis, Conderman, & Franks, 1995; Inos & Quigley, 
1995; National Association o f State Boards o f Education, 1995; National Education 
Association, 1994).
Inferential statistics were used to investigate whether there were significant 
differences in the practices utilized in serving BEH students in the least restrictive 
environment or in training needs for those serving BEH students in the least restrictive 
environment based on different teacher variables. These variables included; years of 
experience, area of teaching (regular v. special education), and type of teaching certificate. 
Specifically, a factor analysis was utilized to further define six o f the eight survey sections 
into smaller conceptual factors. Then, a factor analysis was utilized to compare the 
responses o f the different groups o f teachers based on the three identified teacher 
demographic variables. Additionally, the non-parametric test of statistical significance
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Kruskal-Wallis was utilized to determine if the mean factor scored differed significantly on 
the various levels of the different demographic variables.





Information was provided in chapter three addressing the demographics o f the 
Wake County Public School System and the development o f the survey instrument 
utilized to gather data for this research. In chapter four, the results o f  the study, both 
quantitative and qualitative, are presented. Chapter four is divided into three sections. 
Section I provides the results for the analysis o f quantitative data, gathered through the 
survey regarding program practices for serving students identified as emotionally 
disturbed in the least restrictive environment utilized by the Wake County Public School 
System. Section II provides descriptive and narrative information intended to elaborate 
on the data gathered from the survey through the use o f focus groups. Section HI provides 
quantitative outcome data gathered from section eight of the survey, the Wake County 
Public School System Research and Evaluation Department and the North Carolina 
Department of Health and Human Services, Division of Youth Services regarding 
suspension rates, drop-out rates, end-of-course passing rates, and incarceration rates for 
students identified as emotionally disturbed.
As stated, Section one presents the results of the quantitative analysis of program 
practices utilized by the Wake County Public School System to serve students identified 
as emotionally disturbed in the least restrictive environment. This section is divided into 
four parts. Part one provides the demographic information on the teachers completing the 
survey. Part two reports responses to individual survey items. Part three describes the
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describes the results o f a wave analysis.
Section two of chapter four discusses the findings gathered through five focus 
group sessions. Six focus groups sessions originally were planned, two elementary 
groups, two middle school groups, and two high school groups. (However, one of the 
high school focus group sessions did not occur.) The selection o f the schools to 
participate in the focus group sessions came as a result o f input from three sources. The 
schools for the focus groups were selected based on recommendations from the Wake 
County Public School System, along with information related to the number of survey 
responses from each school, and the individual school principal’s willingness to have 
his/her teachers participate. Specifically, the focus group sessions consisted of a 
facilitator asking five questions. These five questions were developed to elaborate on 
information gathered through the survey. However, the focus group sessions were not 
limited to the topics addressed through the five questions. I f  a participant identified a 
topic as relevant to the discussion, the topic was explored.
Section three reports quantitative data regarding outcome indicators for students 
with emotional disturbances. These indicators include data gathered from: Section eight 
of the survey instrument; the Wake County Public School System data base on drop-out 
rates, suspension rates, and performance o f end of course tests at grades three, five, and 
eight; and the North Carolina Department of Health and Human Services, Division of 
Youth Services, on juveniles committed to training schools. The information from the 
North Carolina Department o f Health and Human Services, Division o f Youth Services
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includes demographic information for the juveniles in the system, educational 
information, and recidivism rates.
SECTION I
Part I- Demographics
Wake County, North Carolina is where the capital city o f  Raleigh is located. The 
1990 census indicates a total population o f423,380 people. O f that number, 322,129 
(76.1%) individuals lived in an urban setting and 101,251 (23.9%) individuals lived in 
rural settings (Social Characteristics for Wake County, North Carolina, 1998). During the 
1997-1998 school year, Wake County public schools provided educational services to 
89,543 students between the ages o f birth and twenty-two. Included in this population are 
11,427 (12.76%) students identified as eligible for special education services (excluding 
academically gifted). Of those students receiving special education services, 751 (6.5%) 
are identified as behaviorally emotionally handicapped (BEH). This term is used in place 
of the federal term, emotionally disturbed, but reflects students with the same type o f 
disability (Wake County Public School System Student). In it’s most recent report to 
Congress on the implementation o f  IDEA in 1996, the Unites States Department of 
Education reported that in the 1994-1995 school year the percentage o f students served 
under IDEA between the ages of three to twenty-one was 7.7%. O f those students 
receiving services, 8.7% were identified as ED.
The racial composition for Wake County Public Schools is similar to the overall 
county population. For the 1997-1998 school year, o f the 89,543 students, the school 
system reported approximately 63,250 (70.63%) white, 23,474 (26.21%) black, and 2,223 
(2.48%) other. For the students receiving special education services as behaviorally
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emotionally handicapped, the racial composition reflects a greater minority population, 
278 (37%) white, 453 (60%) black, 12 (2%) other, and 8 (1%) multi-racial (Certified 
Headcount for Special Education, 1998).
As stated in chapter one, there is a positive relationship between poverty and 
being identified as eligible for special education services. For students attending public 
schools, the measure used to reflect a need for public assistance is the qualification for 
free or reduced meals. For the 1997-1998 school year, the percentage o f  all students 
receiving free or reduced meals was not available from the Wake County Public School 
System. However, information regarding special education students receiving free and 
reduced meals was provided. For students eligible for special education services, 4,299 
(37.62%) qualified for free o r reduced meals. O f the 37.62 % receiving free or reduced 
meals, 3,131 (72.83%) were black. For students eligible for services as BEH, 484 
(64.45%) were eligible for free or reduced meals. O f the 64.45% receiving free or 
reduced meals, 379 (78.31%) of the students who were eligible for free or reduced meals 
were black (Percentage o f Handicapped Students Receiving Free and Reduced Lunch, 
1998).
Wake County Public School System has one hundred and four (104) schools, 
including seventy (70) elementary schools, twenty (20) middle schools, and fourteen (14) 
high schools. However, only fifty-four (54) o f these schools provide services to students 
identified as emotionally disturbed, twenty-two (22) elementary, nineteen (19) middle, 
and thirteen (13) high schools. Of the fifty-four (54) schools, principals at fifty (50) 
agreed to allow their teachers to participate in this research (see Table 4 .1).
Consequently, surveys were distributed to 242 special education teachers ( 49
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elementary, 101 middle, and 92 high school) and to 484 regular education teachers (98 
elementary, 202 middle, and 184 high school) at twenty-one (21) elementary schools, 
eighteen (18) middle schools, and eleven (11) high schools. Two hundred and twenty 
seven surveys (31.27%) were returned. Of the surveys returned, two hundred and 
eighteen (96%) were answered. O f the surveys that were answered, one hundred and 
twenty-four (56.88%) were completed by regular education teachers, ninety-two 
(42.20%) were completed by special education teachers, and two (2) did not identify the 
area in which they taught (see Table 4.2). Surveys were returned from forty-four (44) of 
the fifty (50) schools. However, ten (10) respondents failed to identify their school. 
Table 4.1
Composition of Schools in Wake Countv
Number of 
Schools
Schools in Wake 
County
Number Percent
Schools with Programs 







Elementary 70 67.31% 22 21.15% 21 20.19%
Middle 20 19.23% 19 18.27% 18 17.31%
High 14 13.46% 13 12.50% 11 10.57%
Total 104 100% 54 51.92% 50 48.07%
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Table 4.2
Distribution and Return o f Surveys
Surveys Distributed 
Regular Ed Special Ed. 
Number Percent Number Percent
Surveys Returned 
Regular Ed. Special Ed 
Number Percent Number Percent
Elementary 98 13.50% 49 6.75% 16 7.33% 15 6.88%
Middle 202 27.82% 101 13.91% 61 27.98% 35 16.05%
High 184 25.34% 92 12.67% 46 21.10% 42 19.27%
Unknown 0 0% 0 0% **1(2) 1.38% 0 0%
Total 484 66.66% 242 33.33% 126 57.79% 92 42.20%
** Includes two surveys which did not identify area or level currently teaching but were 
completed.
Tables 4.3 through 4.5 describe the teachers who completed and returned the 
survey. In table 4.3 the gender and race o f the teachers participating in the study are 
reported. Over 85% o f the teachers who returned surveys are white, while just over 12% 
are black. Additionally, over 70% o f the respondents are female. In Table 4.4 the area 
and years o f experience o f the teachers who returned the surveys is reported. O f the 
teachers returning surveys, 56.88% are regular education teachers and 42.20% are special 
education teachers. The majority (44.95%) of all teachers who returned surveys report 
more than fifteen years experience. Table 4.5 describes the grade level being taught by 
the teachers who completed the surveys. The majority o f all teachers (44.04%) returning 
surveys teach at the middle school level.
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Table 4.3
Gender bv Race — Frequency and Percent










2 .92% 0 0.0% 0 0.0% 2 .92%
White 0 0.0% 24 11.01% 162 74.31% 186 85.32%









0 0.0% 0 0.0% 0 0.0% 0 0.0%
Other 0 0.0% 0 0.0% 1 .46% I .46%
Total 2 .92% 32 14.68% 184 84.40% 218 100.0%
Table 4.4
Area Currently Teaching and Years o f Experience- Frequency and Percent








Did Not Report 2 .92% 0 0.0% 1 .46% ■*> 1.38%
0 - 3  years 0 0.0% 19 8.72% 17 7.80% 36 16.51%
4 - 7  years 0 0.0% 18 8.26% 16 7.34% 34 15.60%
8 - 1 2  years 0 0.0% 15 6.88% 16 7.34% 31 14.22%
13 -1 5  years 0 0.0% 8 3.67% 8 3.67% 16 7.34%
More than 15 years 0 0.0% 64 29.36% 34 15.60% 98 44.95%
Total 2 .92% 124 56.88% 92 42.20% 218 100%
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Table 4.5
Grade Level Currently Teaching and Area Currently Teaching- Frequency and Percent








Did not report 2 .92% 1 .46% 0 0.0% 3 1.38%
Elementary
School
0 0.0% 16 7.34% 15 6.88% 31 14.22%
Middle School 0 0.0% 61 27.98% 35 16.06% 96 44.04%
High School 0 0.0% 46 21.10% 42 19.27% 88 40.37%
Total 2 .92% 124 56.88% 92 42.20% 218 100%
Part II -  Individual Survey Responses
The survey instrument consists o f two distinct elements. As previously stated in 
chapter 3, the first element o f the survey is the degree that a practice identified through 
the literature and by experts in the field as a “best practice” for serving students identified 
as emotionally disturbed in an inclusive situation is utilized by a teacher. The second 
element is the degree to which training is needed to implement the identified practice 
more effectively (see Appendix C ). Along with having two distinct components, the 
survey also is divided into eight sections. Section one provides demographic information 
about the individual respondent. Sections two through section eight are the different 
theoretical concepts, identified through the literature review and outside experts in the 
field o f special education (specifically emotional and behavioral disorders), which define 
best practices in inclusive programming in the context o f special education services.
Table 4.6 identifies the individual survey items that teachers identified as 
elements in their school’s special education program which are “almost always” or 
“frequently” practiced. The selection o f “almost always” received a score o f  one and the
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selection o f “frequently” received a score of two. Thus, the items receiving a low mean 
score are considered to occur “almost always” or “frequently”. The individual survey 
items identified in Table 4.6 received a mean score of 1.0 to 2.0 and are listed in 
descending order. Also identified in the table are the number (frequency) and percentage 
of teachers that responded to the survey item. Thirty-seven (37) out o f  sixty-one (61) 
survey items were identified as “almost always” or “frequently” practiced by the majority 
of teachers who participated in the study. A review of the responses by each section of 
the survey reveal the following information.
In the Philosophy section, the items related to having a mission statement and 
having all staff take responsibility for all students were considered to occur “almost 
always” or “frequently”. However, the item related to students attending their home or 
neighborhood school was not identified as occurring “almost always” or “frequently”.
The section of Administration contains eighteen (18) separate items. O f these 
eighteen, only question fourteen, meetings occurring on time, was identified as occurring 
“almost always” or “frequently”. All other items relating to pre-implementation of 
inclusive services, administrative support, and program organization were not identified 
as occurring “almost always” or “frequently”.
The section of Instructional/Classroom Issues contains twelve (12) items. Of these 
twelve items, teachers identified five as occurring “almost always” o f  “frequently”. 
Elements o f this section that were not identified by teachers as occurring “almost always” 
or “frequently” included using collaborative strategies between regular and special 
educators, all staff having the expectation that students with emotional disabilities can 
learn, providing support services in the regular education classroom, integrating the
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instruction of social skills, functional life skills, anger management, and conflict 
resolution into the general curriculum, using positive preventative behavior management 
systems, and having a crisis intervention team trained for non-violent physical crisis 
intervention.
The section on Student Issues contains six elements. All six elements were 
identified by teachers as occurring “almost always” or “frequently”. The items in this 
section relate to special education students having equal access to educational activities 
and same age peers.
In the section o f Parent/Caregivers and Community Issues there are ten separate 
items. Teachers identified all ten o f the items as occurring “almost always” or 
“frequently”. However, item nine identifies five different types o f  services available to 
students and parents in the school setting. O f these five services only two were identified 
as “almost always” or “frequently” available. These services were mental health 
(counseling) and interventions for physical, sexual, and substance abuse (social 
services/child protective services).
The last section which requires teachers to identify elements that are practiced and 
elements which need training is Evaluation/Assessment. This section contains eleven 
items regarding classroom, school, and state assessments. Teachers identified ten of the 
eleven items as occurring “almost always” or “frequently”. The only item that teachers 
did not identify as occurring “almost always” or “frequently” related to having an 
alternative grading system for students who use a modified curriculum.
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
120
Table 4.6
Survey Items of Respondents Practiced Almost Always or Frequently — Mean Score of 
1 -0 to 2.0. Frequency, and Percent in Descending Order
Survey Question Mean Score Frequency Percent
Philosophy -  Q1 1.235 208 95.4%
Parent/Caregivers and Community Issues — Q3 1.284 193 88.55%
Parent/Caregivers and Community Issues -  Q4 1.307 195 89.4%
Student Issues -  Q 1 1.321 199 91.2%
Student Issues -  Q6 1.345 188 86.2%
Student Issues -  Q3 1.346 196 89.9%
Student Issues — Q5 1.500 186 85.3%
Instructional/Classroom Issues -  Q9 1.532 191 87.6%
Parent/Caregivers and Community Issues — Q2 1.547 190 87.1%
Evaluation/Assessment — Q10 1.558 179 82.1%
Parent/Caregivers and Community Issues — Q8 1.558 195 89.4%
Parent/Caregivers and Community Issues -  Q5 1.573 190 87.1%
Instructional/Classroom Issues -  Q8 1.582 194 88.9%
Student Issues -  Q4 1.652 187 85.7%
Evaluation/ Assessment — Q8 1.663 187 85.7%
Evaluation/Assessment -  Q1 1.666 192 88.0%
Instructional/Classroom Issues -  Q4c 1.670 176 80.7%
Parent/Caregivers and Community Issues -  Q7 1.672 183 83.9%
Student Issues -  Q2 1.694 193 88.5%
Instructional/Classroom Issues -  Q4b 1.698 176 80.7%
Evaluation/Assessment -  Q3 1.701 184 84.4%
Instructional/Classroom Issues -  Q4a 1.703 196 89.9%
Evaluation/Assessment -  Q9 1.718 185 84.8%
Evaluation/Assessment -  Q7 1.745 185 84.8%
Parent/Caregiver and Community Issues -  Q10 1.752 190 87.1%
Evaluation/Assessment -  Q2 1.773 190 87.1%
Administration -  Q14 1.778 185 84.8%
Evaluation/Assessment -  Q5 1.852 183 83.9%
Philosophy- Q3 1.855 207 94.9%
Evaluation/Assessment — Q4 1.860 186 85.3%
Evaluation/Assessment -  Q6 1.879 183 83.9%
Instructional/Classroom Issues -  Q12 1.880 184 84.4%
Parent/Caregivers and Community Issues -  Q6 1.883 181 83.0%
Instructional/Classroom Issues -  Q2 1.926 191 87.6%
Parent/Caregivers and Community Issues -  Q9c 1.935 185 84.8%
Parent/Caregivers and Community Issues -  Q 1 1.942 175 80.2%
Parent/Caregivers and Community Issues -  Q9a 1.983 186 | 85.3%
See Appendix C for a copy of the actual survey items. See Appendix I for a complete
listing of mean scores, frequency and percentages.
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Table 4.7 identifies the individual survey items that teachers identified as 
elements in their school’s special education program which have “high” or “medium” 
training needs. Also identified in the table are the number (frequency) and percentage of 
teachers that responded to the survey item. Items that teachers identified as having a 
“high” training need received a score o f one. Items that teachers identified as having a 
“medium” training need received a score o f two. Items which teachers identified as 
having “low” training needs received a score o f  three and those items which teachers 
believed required “no” training received a score of four. Thus, high training needs are 
suggested by low mean scores.
Practices related to improving inclusive programming for students with 
emotional disturbances that teachers identified as “high” or “medium” training needs fell 
into two categories, Administration and Instructional/Classroom Issues. In the section of 
Administration, ten out o f the eighteen individual survey items were deemed as training 
needs. The training needs in the area o f Administration include; increased staff 
development prior to implementation, planning prior to implementation, having teachers 
and related service personnel included in the planning, improved communication, 
assistance when key staff are absent, funding for support services in the regular education 
classroom, alternative discipline procedures, and smaller class sizes in regular education 
classrooms with special needs student.
In the area of Instructional/Classroom Issues, three out o f twelve items were 
identified as having training needs. However, question six had four components to the 
question regarding what is taught in the academic curriculum. These four components 
included the teaching o f  functional life skills, social skills, anger management, and
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conflict resolution. All four were identified as a training need. Additionally, the use o f 
collaborative instructional methods and using a curriculum which facilitates friendship 
and the use of peer tutors/peer support were areas which teaches identified as having 
“high” to “medium” training needs.
Table 4.7
Survey Training Items Identified by Respondents as having a High or Medium Need 
Mean Score between 1.0 to 2.5. Frequency, and Percent - In Descending Order
Survey Question Mean Score Frequency Percent
Administration -  Q6 1.74 123 56.4%
Administration -  Q1 2.00 132 60.5%
Administration -  Q18 2.02 111 50.9%
Administration -  Q5 2.05 120 55.0%
Instructional/Classroom Issues -  Q6c 2.14 105 48.1%
Instructional/Classroom Issues -  Q6d 2.18 104 47.7%
Instructional/Classroom Issues -  Ql 2.20 120 55.0%
Administration -  Q2 2.25 116 53.2%
Instructional/Classroom Issues — Q6a 2.26 104 47.7%
Administration -  Q3 2.29 109 50.0%
Administration -  Q16 2.36 72 33.0%
Administration -  Q7 2.41 114 52.2%
Instructional/Classroom Issues -  Q6b 2.42 100 45.87%
Administration -  Q17 2.47 110 50.4%
Administration -  Q10 2.47 112 51.3%
Instructional/Classroom Issues -  Q7 2.50 100 45.8%
See Appendix C for a copy o f the actual survey items. See Appendix I for a complete
listing of mean scores, frequency and percentages.
Part m . -  Results of Factor Analyses
Factor analysis is a statistical method used when a researcher is analyzing many 
variables. Through factor analysis the researcher can determine if there are relationships 
among the variables being studied. The goal o f  a factor analysis is to summarize the 
relationships among the variables into smaller conceptually clear constructs. These 
smaller groups of variables are called factors. These factors then are evaluated across the 
set o f individuals participating in the research (Borg & Gall, 1989).
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In this study, the survey instrument utilized to collect data is comprised o f eight 
sections. As stated, the eight survey sections in order are 1) Respondent Demographics, 
2) Philosophy, 3) Administration, 4) Instructional/Classroom Issues, 5) Student Issues,
6) Parent/Caregivers and Community Issues, 7) Evaluation/Assessment, and 8) Outcome. 
Factor analyses procedures were not conducted on Sections one and e igh t. Section one 
of the survey is the demographic information o f the individual teacher respondents 
completing the survey. Section eight consists o f  one question that required the individual 
teacher respondents to rate the degree that students identified as emotionally disturbed 
have been successful in regular education placements. The remaining sections, two 
through eight, are comprised o f  three to eighteen questions. These six sections were 
developed from a review o f the literature and expert review (see Chapter three). Each 
section contains individual items that when taken together, define one o f the constructs 
which define the concept o f “best practices” for inclusion.
The factor analyses in this study served two purposes. First, factor analysis was 
utilized on sections two through seven to define each section further into smaller 
conceptual factors. Second, factor analysis was utilized to compare the means o f the 
smaller conceptual factors across the different demographic variable to determine if there 
were any significant differences between the groups of teachers in the way they 
responded to the survey.
Table 4.8 identifies the factors extracted through the factor analysis for sections 
two through seven of the survey. The number o f factors extracted were determined by 
eigenvalues in conjunction with visual inspection of scree plots (J.P. Morgan, personal 
communication, June 10, 1999).
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Table 4. 8
Factors Extracted Through Factor Analyses
Section Questions Factor(s)
Philosophy 1 and 3 Vision
Administration 5-11, 17-18 Administrative Support
1-4 Pre-implementation
12-15 Program Organization
Instruction l-4a, 5, 7-10, 11 Instructional Strategies
Student Issues 1-2 Environmental Structure
3-6 Program Access
Parent/Community 5-9a, 10 Access to Resources
2-4 Communication
Evaluation 1-9 Evaluation
After the factor analysis further defined sections two through seven into smaller
conceptual factors, these smaller factors were analyzed in relation to three demographic 
variables. The goal of the analysis was to determine if teachers who varied in years of 
teaching experience, area currently teaching (regular or special education), and/or type o f 
teaching certificate responded differently on the different factors o f  the survey.
The non-parametric test of statistical significance Kruskal-Wallis was utilized to 
determine whether the mean scores o f the different factors differed significantly 
depending on the different levels of the demographic variables. The level o f statistical 
significance (p) was set at <.05.
For the demographic variable “Years Teaching Experience” there are five levels 
of teaching experience. These levels are; 0 - 3  years, 4 - 7  years, 8 - 1 2  years, 1 3 -1 5  
years, and greater than 15 years. The mean scores for the factors extracted through the 
factors analyses did not differ significantly across the five levels o f  the demographic 
variable “Years Teaching Experience” except on one factor. This factor was factor two in 
section three, Administration. Factor two in section three, pre-implementation, does
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indicate statistically significant differences among the means o f the different levels of 
teaching experience at the .05 level. Table 4.9 details the statistics for the significant 
differences between the means on the variable “Years of Experience” on section three 
Administration, factor two pre-implementation. The results o f the Kruskal-Wallis test 
indicate that teachers with more years o f teaching experience believe the pre- 
implementation administrative items identified is section three o f the survey occur much 
more frequently than the teachers with less teaching years o f experience believe these 
items occur.
Table 4.9
Kruskal-Wallis Test -  Section III Administration -Factor 2 Pre-implementation and 
Demographic of Years o f Experience
Demographic -  Years of 
Experience
Number o f 
Respondents
Mean Rank
Factor 2 Section 3
0 - 3  years 20 82.85
4 - 7  years 20 67.00
8 - 1 2  years 21 69.95
13 -  15 years 9 40.11
>15 years 58 59.12
Total 128
Test Statistics
Factor 2 Section 3
Chi -  Square 10.549
Df 4
Asymp. Sig. .032
For the demographic variable o f “Type o f Teaching Certificate” there were 
originally five levels o f responses. However, there were only three levels that teachers 
identified on the survey that had enough responses to evaluate. These three levels were
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Bachelor’s Degree (Class A), Master’s Degree (Class G), and Provisional. When the 
mean scores for all o f  the extracted factors were examined across the three levels o f  the 
demographic variable “Type o f Teaching Certificate”, the only statistically significant 
difference identified was on factor 2 o f section 6, Parent/Caregivers and Community 
Issues. In the section o f Parent/Caregivers and Community Issues for the factor of 
communication, there was a statistically significant difference between the mean scores 
o f the factors across the three levels o f  the variable “Type o f  Teaching Certificate” at the 
.05 level. Table 4.10 details the statistically significant differences between the mean 
factor scores for Parent/Caregiver and Community Issues factor two, communication, for 
the different levels o f teaching certificates. The results o f the Kruskal-Wallis test indicate 
that teachers with provisional teaching certificates and teaching certificates for those with 
bachelor degrees believe that communication with parents occurs less frequently than 
teachers who have teaching certificates for those with a masters degree.
Table 4.10
Kruskal-Wallis Test — Section VI Parent/Careaivers and Community Issues -Factor 2 
Communication and Demographic o f  Type o f Teaching Certificate
Demographic — Type of 
Teaching Certificate
Number o f 
Respondents
Mean Rank
Factor 2 Section 6
Bachelors Degree 90 81.86




Factor 2 Section 6
Chi — Square 11.681
Df 2
Asymp. Sig. .0029
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For the demographic variable “Area Currently Teaching,” there were two levels 
of responses, regular education and special education. The mean factor scores were 
compared for these two levels. Except for the two factors comprising the section of 
Parent/Caregivers and Community Issues, there were no statistically significant 
differences between the mean factor scores for the different levels o f  “Area Currently 
Teaching”. However, there were statistically significant differences at the .05 level 
between the mean factor scores for the two levels o f the demographic variable “Areas of 
Teaching” on both of the factors (communication and access to resources) that comprise 
the section o f Parent/Caregivers and Community Issues. Tables 4.11 and 4.12 detail the 
statistically significant differences between the mean factor scores for section six, 
Parent/Caregivers and Community Issues on both factors, communication and access to 
resources for the two levels o f  the demographic variable “Area Currently Teaching”. The 
Kruskal-Wallis test results indicate that for regular education teachers believe that 
communication with parents occurs more frequently than the special education teachers 
believe that communication with parents occurs. Additionally, the test results indicate 
that regular education teachers believe that students with emotional disturbances do not 
have access to community resources, while the special educators believe the students 
with emotional disturbances do have access to community resources.
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Table 4.11
Kruskal-Wallis Test — Section VI Parent/Caregivers and Community Issues -Factor 1 
Access to Resources and Demographic o f Area o f Teaching
Demographic -  Area of 
Teaching
Number o f  
Respondents
Mean Rank
Factor 1 Section 6
Regular Education 83 65.83
Special Education 71 91.14
Total 154
Test Statistics
Factor 1 Section 6




Kruskal-Wallis Test -  Section VI Parent/Caregivers and Community Issues -Factor 2 
Communication and Demographic o f  Area o f Teaching
Demographic — Area of 
Teaching
Number o f 
Respondents
Mean Rank
Factor 2 Section 6
Regular Education 83 84.94
Special Education 71 68.80
Total 154
Test Statistics
Factor 2 Section 6
Chi -  Square 5.051
Df 1
Asymp. Sig. .025
Part IV -  Wave Analysis
A wave analysis is a statistical method used in survey research to evaluate 
whether the survey non-respondents are significantly different from the survey
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respondents. The responses to the survey are divided into groups based on the time frame 
that they were returned. The responses to the survey factors then are evaluated across 
time for any difference. If  there are no statistically significant differences noted, it is 
surmised that there are no significant differences between those who responded to the 
survey and those who did not respond to the survey.
The wave analysis was conducted at two levels. Initially, the relationship between 
time and the demographic variables were analyzed. The goal was to determine if  the 
characteristics o f the survey respondents were related to time. Next, the relationship 
between the survey responses on the factors for the different sections o f the survey were 
analyzed to determine if they were related to time.
The non-parametric Chi-Square test was utilized to evaluate the relationship 
between time and the demographic variables. Using the Chi-Square test, the means for 
the demographic variables o f “Years Teaching Experience”, “Area Currently Teaching”, 
and “Type of Teaching Certificate” were analyzed to determine if  they were significantly 
different in relation to the factor o f time. Time was divided into four periods. Time period 
one are those surveys received during the first three weeks, time period two are those 
surveys received during weeks four through six, time period three are those surveys 
received during weeks seven through nine, and time period four are those surveys 
received after the tenth week.
Time was not related to the demographic variables o f “Years Teaching 
Experience” and “Type of Teaching Certificate”. However, time was significantly related 
at the .05 level to the demographic variable o f “Area Currently Teaching” (regular 
education or special education).
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Table 4.13
Maximum-Likelihood Analysis o f Variance Table - Chi-Square Test for the Relationship 
Between Time and Demographic Variable o f  Area Currently Teaching
Source DF Chi-Square Probability
T*DQ5 3 19.24 .0002
After the analysis o f the relationship between time and the demographic variables 
was conducted, the relationship between time and the factors for the different sections on 
the survey were analyzed. The non-parametric test Kruskal-Wallis was utilized to explain 
the relationships. In this analysis, time was not significantly related to any o f the factors 
in sections two, three, four, five, or seven o f  the survey. However, since time was related 
to the demographic variable o f “Area o f  Teaching” and the demographic variable for 
“Area o f Teaching” was related to the factors in section six, Parent/Caregivers and 
Community Issues, this section had to be analyzed by the characteristics that made up the 
demographic variable o f “Area o f Teaching” (regular education or special education). 
When section six, Parent/Caregivers and Community Issues was analyzed separately for 
each level comprising “Area o f Teaching”, regular education or special education, neither 
factor was found to be significantly related to time for either area o f  teaching.
SECTION n  
Focus Group Results
Focus group sessions were conducted at two elementary schools, two middle 
schools, and one high school. Originally, two high schools agreed to participate in the 
focus group sessions; however, one withdrew. The focus group sessions were conducted 
on teacher work-days or after school. The Principal or Assistant Principal in charge o f
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special education programs at each school arranged the time and location for the focus 
group sessions to occur. Teacher participation was voluntary.
Table 4.14 describes the composition o f  the focus group participants. Ideally, the 
groups were to have an equal number o f  regular and special education teachers; however, 
this did not occur. Special education teachers outnumbered regular education teachers 
more than 2:1. While participants in the focus group sessions were similar to those who 
returned the surveys, there were a few noteworthy differences. The majority of the focus 
groups were female special education teachers. Special educators comprised 68.57% of 
the focus group participants but only 42.20% o f  the completed returned surveys, were 
returned by special educators. Additionally, while male teachers only comprised 14.68% 
of the survey responses, 28.57% of the focus group participants. The racial composition 
of the focus groups were similar to the survey responses, however, black participants 
only comprised 8.82% of the focus group participants whereas they comprised 12.39% of 
the survey respondents.
Table 4.14







Elementary 0 0.0% 7 20.00% 7 20.00%
Middle 1 2.86% 10 28.57% 11 31.43%
High 9 25.71% 8 22.86% 17 48.57%
Total 10 28.57% 25 71.43% 35 100%








Elementary 0 0.0% 7 20.59% 7 20.59%
Middle 2 5.88% 9 26.47% 11 32.35%
High 1 2.94% 15 44.12% 16 47.06%
Total 3 8.82% 31 91.18% 34** 100%







Elementary 2 5.71% 5 14.29% 7 20.00%
Middle 2 5.71% 9 25.71% 11 31.43%
High 7 20.00% 10 28.57% 17 48.57%









0-3 years 1 2.86% 0 0.0% 4 11.43% 5 14.29%
4-8 years 1 2.86% 2 5.71% 6 17.14% 9 25.71%
8-12 years 2 5.71% 3 8.57% 3 8.57% 8 22.85%
13-15 years 1 2.86% 0 0.0% 0 0.0% 1 2.86%
>15 years 1 2.86% 6 17.14% 4 11.43% 11 31.43%
Unknown 1 2.86% 0 0.0% 0 0.0% 1 2.86%
Total 7 20.01% 11 31.42% 17 48.57% 35 100%
In the five focus group sessions participants were asked six questions (see 
Appendix H). These questions focused on the philosophy of placing students with
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emotional disabilities in regular education classrooms, behavior management/discipline, 
outcomes for students with emotional disabilities, benefits from regular education 
placements, barriers to regular education placement, and systemic changes for placement 
o f students with emotional disabilities into regular education classes.
At each school, when the teachers were asked about the school philosophy o f  
placing students in regular education classrooms, all respondents said that all teachers 
and administrators encouraged and supported placing special education students in 
regular education classes. It was determined that each school had anywhere between five 
and twenty students identified as emotionally disturbed in the school. The fewest students 
attended the elementary school and the most students attended the high school. However, 
at all o f  the schools except one middle school, the teachers reported that no more than 
fifty percent (50%) o f the students identified as emotionally disturbed were being 
educated in regular education classes. In one middle school, the teachers identified the 
majority o f  the students as being in regular education classrooms with the schools 
primary service delivery option being a co-teach model. This co-teach model has special 
educators teaching with a regular educator for a specific class that has one or more o f  the 
students with emotional disabilities assigned to the classroom.
Across all five focus groups, teachers identified the behavior management and/or 
discipline process to include three major elements. These elements are individual point 
cards, in-school suspension, and out-of school suspension. Teachers also indicated that 
most teachers attempted to talk to the students prior to requesting disciplinary action be 
taken by the administration for disciplinary purposes. However, they indicated that the
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behavior management/discipline procedures were basically the same for all students in 
the school.
All teachers agreed that students with emotional disturbances benefited from 
being placed in regular education classrooms. The teachers believed the students with 
emotional disturbances were seen in a more positive light by their peers and had better 
opinions o f themselves. In the high school focus group, teachers indicated that the 
students in regular education classrooms performed better academically. However, they 
qualified this by stating that students would only be put in a regular education classroom 
if they were on grade-level and could keep up academically.
The most common barriers to regular education classroom placement identified 
by teachers were the students’ behavior and academic performance. It was noted that 
students who were disrespectful, engaged in inappropriate language, and who could not 
perform academically on grade level would not be placed in a regular education 
classroom.
Regarding changes that would improve the system for placing students in regular 
education classes, most teachers indicated they would not make a change. The system 
usually consisted of the special educator asking the regular educator if they would be 
willing to have a specific student in their class. Special educators also stated that “they 
knew” which teachers would be accepting o f  a student with emotional disturbances in 
their classroom and which teachers would not. Therefore, the special educators asked to 
place students with emotional disturbances in the classes with those teachers they knew 
would treat the students fairly. However, one teacher in the high school group indicated 
that there needed to be more collaboration between the two groups o f teachers regarding
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placement o f special education students. This teacher indicated it had been February o f 
one school year before she realized that one o f  her classes was comprised predominately 
of special education students. She further stated that this knowledge helped explain to her 
why she was being so unsuccessful that year. One other suggestion for improving 
placement for students with emotional disturbances made by a participant in the middle 
school focus group session was to “get them out o f  my building and send them to another 
school”.
In all o f the focus group sessions, in addition to the basic five questions, four 
major topics emerged as areas o f concern. The topics were administrative support, mental 
health (counseling) and nursing services for students, transition, and staff development.
All teachers were concerned with the amount of administrative support in relation 
to the demands placed on the teacher. Specifically, teachers voiced frustration with 
increased demands on their time. This included requests to attend meetings (i.e., staff 
meetings, DEP meetings, training meetings, PTA meetings, planning meetings, etc.) and 
increased paper work. While the teachers stated they recognized many o f the demands 
would be in place for all teachers as a part o f their job, the additional meetings, training, 
and paperwork directly related to have a student with emotional disturbances in the 
classroom was overwhelming. Additionally, all teachers indicated that they wanted to 
place more students in regular education classrooms with support services; however, they 
did not believe they had enough staff to offer this service delivery option. Specifically, 
special educators indicated they could not provide services in a resource setting and be 
out in a regular education classroom with a student who might be appropriate for the 
class with some assistance. Regular educators indicated that their classrooms were too
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full and the curriculum to challenging to provide the needed amount o f individualized 
assistance to students with emotional disturbances. Thus, students were placed in more 
restrictive environments than was absolutely necessary.
Teachers also discussed the lack o f services available to the students. Teachers 
indicated that nurses and social workers were itinerant staff. Thus, they traveled from 
school to school. Teachers indicated it was the school secretary’s responsibility to 
administer any medications students received. If  a  student had an attendance problem or 
if  there was suspected abuse, a referral was made to the school social worker. When 
asked about counseling services students with emotional disturbances received in school, 
teachers indicated little counseling was provided. Students may get to see the guidance 
counselor once in a while; however, this was never a part o f the student’s IEP and 
students did not receive any counseling in the school setting other than what they 
received from a teacher. Most teachers were not aware if their students were receiving 
any private counseling outside o f school.
Another area o f concern for teachers was transition planning. Transition at all 
levels was considered to be problematic. Primarily, teachers were concerned about the 
transition from one level o f school to the next level. For example, teachers at the 
elementary school indicated that the primary service delivery option they used were cross 
categorical self-contained classrooms. In a few instances, elementary teachers reported 
that some elementary students with disabilities were placed in regular education 
classrooms with minimal supports (teachers reported that in their opinion this was due to 
the lack o f teachers). However, teachers at the middle school indicated that they 
attempted to place students in regular education classrooms with support. Unfortunately,
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this was difficult on the students coming to the middle schools because they came from 
elementary programs that practiced a self-contained service delivery model. Additionally, 
teachers at the high schools indicated that while students may have been in regular 
education classes in the middle schools, i f  they were not functioning on grade level, they 
were placed in self-contained settings. Concern was noted for students who were not on 
grade level and who were not diploma bound. Teachers indicated that there were 
extremely limited options for those students not eligible for a diploma and trying to 
prepare them to transition out o f high school was frustrating. Teachers reported that most 
high schools offered a few vocationally oriented classes; however, teachers could not 
identify any vocational programming available to students with disabilities who would 
not be receiving a diploma. Many focus group participants noted that there was a need for 
alternative curricula for those students who would not be eligible to receive a diploma.
The participants indicated they often did not know what to do for students with emotional 
disturbances. They indicated a willingness for staff development, but indicated they were 
frustrated with the demands currently placed on their time. Participants asserted that staff 
development occurred at the school level with limited opportunities provided by the 
district directly related to working with students identified as emotionally disturbed in the 
regular education classroom.
SECTION m  
Outcome
Section eight of the survey, Outcome, contained only one question. This question 
asked the individual respondents to rate the degree to which they believed the students 
with emotional disturbances have been successful in regular education placements. Table
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4.15 reports the mean score for this outcome measure and the number (frequency) and 
percentage o f teachers who responded to this item. The likert scale for this item is the 
same as all o f the other survey items. The likert scale ranges from one, “almost always” 
successful to five, “rarely” successful. The mean score o f 2.75 indicated that teachers 
believe students with emotional disturbances who are placed in regular education 
classrooms are frequently to sometimes successful.
Table 4.15
Outcome Measure for Students with Emotional Disturbances who are in Regular 
Education Classrooms
Mean Frequency Percentage
Outcome 2.75 186 85.7%
Along with teacher perceptions o f success, other indicators of success for students 
with emotional disturbances are available. As previously discussed, the primary 
disciplinary methods identified by teachers which are utilized by the schools are in­
school and out-of-school suspension. Public Law 105-17 allows students with disabilities 
to be suspended out o f school for up to ten days. Suspension days are cumulative. If a 
student is suspended for a total of more than ten days this is considered a “change in 
placement”. Therefore, a hearing is required to determine if the behaviors that a student is 
being suspended for is directly related to his/her disability. Currently, P.L. 105-17 
requires a functional behavioral assessment to be completed, along with a behavioral plan 
prior to changing a student’s level o f service.
Tables 4.16, 4.17, and 4.18 detail the suspension rates for students in Wake 
County for the 1997 -  1998 school year. In the 1997 — 1998 school year, 6,754 (7.54%) 
students were suspended out of school for at least one day. Of the 751 students receiving 
services as emotionally disturbed, 496 (66%) were suspended for at least one day.
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However, upon further review, it was noted that 266 (53.6%) of those students were in 
self-contained settings and 65 students (13.1%) were in separate schools for students with 
disabilities. Thus, only 148 (29.8%) o f students identified as emotionally disturbed who 
received out-of-school suspensions were placed in regular education classrooms or 
resources settings. Additionally, when one reviews the racial composition o f the students 
identified as emotionally disturbed who were suspended, black students are over­
represented. While black students comprise only 26.21% o f all students in Wake County 
Public Schools, and 60% o f the population o f  students identified as emotionally 
disturbed, black students accounted for 66.73% of the suspensions for students identified 
as emotionally disturbed. Of the black students suspended, 49.39% were in separate self- 
contained settings or separate school placements.
Table 4.16
















Total Students in 
Special Education 11,427
















** Includes students identified as academically gifted
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Table 4. 17
Suspensions for Students Identified as Emotionally Disturbed bv Level o f Service July 1.
1997-June 30. 1998
Level o f  Service Number Percent
Separate Block 17 3.43%
Temporary 2 .4%
Regular 68 13.71%
Resource/Academically Gifted 1 .2%
Regular/Academically Gifted 4 .81%
Resource 73 14.72%
Separate 249 50.20%
Public Separate 65 13.10%
Home 17 3.43%
Total 496 100%
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Table 4.18
Suspensions for Students Identified as Emotionally Disturbed bv Level o f  Service and 
Race July 1. 1997 —June 30. 1998










Separate Block 4 .81% 13 2.62% 0 0.0% 17 3.43°/
Temporary 0 0.0% 2 .41% 0 0.0% 2 .41%








3 .61% 0 0.0% 1 .2% 4 .81%
Resource 32 6.45% 39 7.86% 2 .41% 73 14.721
Separate 60 12.10% 184 37.10% 5 .99% 249 50.191
Public Separate 16 3.23% 48 9.67% 1 .2% 65 13.101
Home 8 1.61% 7 1.41% 2 .41% 17 3.43°/
Total 154 31.06% 331 66.73% 11 2.21% 496 100%
With the passage o f GOALS 2000, the emergence o f the Excellence Reform 
Movement, and most recently, the passage o f  P.L. 105-17 (IDEA amendments 97), an 
emphasis has been placed on outcome measures for all students. In an effort to measure 
student progress, some states have turned to utilizing a variety o f standardized tests. P.L. 
105-17 requires states administering any standardized assessments to include students 
with disabilities in the testing process and to report the results for students with 
disabilities. North Carolina utilizes an end-of-course test at grades three, five, and eight. 
The end-of-course test consists o f  a reading and math test. Students must pass both
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sections. If  a student fails, the student is required to take the test again. The federal law 
requires school districts to include students with special needs in their testing programs.
If a student is deemed unable to participate, then an alternative assessment must be 
provided. Additionally, the school district must report the percentage o f  special needs 
students who participated and how they performed.
Tables 4.19, 4.20, and 4.21 describe the students in Wake County Public Schools 
who participated in the end-of-course tests at grades three, five, and eight. Included in the 
participation rates are students in grades four, six, and seven who were required to take 
the test. While 63.38% of the students with emotional disabilities participated in the end- 
of-course testing, only 18.9% passed both the reading and math sections. However, 60% 
of the students with emotional disabilities who passed both sections o f the end-of-course 
were placed in inclusive settings (regular education classrooms for at least a portion of 
the day). Conversely, only 40% percent o f those students with emotional disabilities who 
were in segregated self-contained or separate school placements passed both sections of 
the end-of-course tests.
Table 4.19
Students Grades 3 through 8 Who Took End o f Course Tests 1997 — 1998






Students in Special 
Education 6,682 58.47%
Students Identified as 
Emotionally Disturbed 476 63.38%
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Table 4.20
Students Grades 3 through 8 Who Passed Both End of Course Tests 1997 -  1998






Students in Special 
Education 2,417 36.17%
Students Identified as 
Emotionally Disturbed 90 18.9%
Table 4. 21
Students Grades 3 through 8 Identified as Emotionally Disturbed Who Passed Both End 
of Course Tests bv Level o f  Service 1997 -1998




Separate Block 8 1 12.5%
Temporary 5 1 20.0%
Regular 78 41 52.56%
Resource/Academically Gifted 1 0 0%
Regular/Academically Gifted 2 2 100%
Resource 70 11 15.71%
Separate 288 31 10.76%
Public Separate 20 2 10.00%
Home 4 1 25.00%
Total 476 90 18.90%
Another outcome measure o f progress is the student dropout rate. Tables 4.22 and 
4.23 detail the dropout rates in Wake County for the 1997 -1998  school year. In Wake 
County Public Schools 1,092 students dropped out during the 1997-1998 school year. 
This number represents 1.21% o f the total school population. However, of the 1,092
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students who dropped out, 44 were students with emotional disturbances. This represents 
5 .85% of the population of students with emotional disturbances. O f those students with 
emotional disabilities who dropped out, 72.72% were in segregated self-contained or 
separate school settings.
Table 4.22
Drop Out Rates 1997 -  1998




All Students 89,543 1,092 1.21%
Students in 
Regular Education 78,116 497 .63%
Students in Special 
Education 11,427 595 5.20%
Students with 
Emotional 
Disturbances 751 44 5.85%
Table 4.23
Drop Out Rates for Students Identified as Emotionally Disturbed bv Level o f Service 
1997 - 1998
Level o f  Service Number Percent
Separate Block 4 9.10%
Temporary 1 2.27%
Regular 7 15.91%
Resource/Academically Gifted 0 0.0%
Regular/Academically Gifted 0 0.0%
Resource 4 9.10%
Separate 16 36.36%
Public Separate 7 15.90%
Home 5 11.36%
Total 44 100.00%
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Involvement with the legal system is another outcome measure o f  student 
performance. As noted in chapter one, students identified as emotionally disturbed have a 
much higher rate of involvement with the legal system than students in regular education 
or students with other disabilities. In North Carolina, juveniles who are arrested are held 
in detention. If a juvenile is found guilty o f  a charge, they may then be sentenced and 
incarcerated to a training school. Tables 4.24 and 4.25 describe the youths incarcerated in 
training schools in North Carolina. When a  youth enters a training school in North 
Carolina, information related to educational services is documented. However, the 
training schools do conduct comprehensive evaluations to determine eligibility for special 
education services if the student is referred. If  a student is determined eligible for special 
education services after they enter the training school, there is no reporting mechanism to 
reflect their eligibility. Thus, the numbers reported for youths receiving services maybe 
an under-representation o f the actual number o f students receiving services. In Wake 
County, students identified as emotionally disturbed comprise 34.44% o f  all students 
committed to training schools. This is more than twice the state average o f students 
identified with emotional disturbances who are committed to training schools. 
Additionally, students identified as emotionally disturbed account for 33.58% o f new 
admissions to training centers. Again, this is more than twice the state average. The 
recidivism rate for students identified as emotionally disturbed in Wake County is 
41.18% versus 27.4% for the state and the revocation of conditional releases for students 
in Wake County with emotional disturbances is 26.66% compared to 14.81% for the state 
o f North Carolina.
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Table 4.24
North Carolina Division o f Youth Services Training School Information 
Admissions between January 1. 1996 and June 30. 1998




Asian 0 0.0% 12 .43%
Black 112 74.17% 1737 62.83%
Indian 0 0.0% 30 1.08%
Multiracial 1 .67% 12 .43%
White 33 21.85% 921 33.31%
Other 5 3.31% 53 1.92%







10 0 0.0% 1 .03%
11 0 0.0% 11 .40%
12 3 1.99% 74 2.68%
13 9 5.96% 248 8.97%
14 40 26.49% 660 23.87%
15 73 48.34% 1182 42.75%
16 26 17.22% 553 20.00%
17 0 0.0% 36 1.30%







Female 23 15.23% 403 14.58%
Male 128 84.77% 2362 85.42%







Alternative Classroom 7 4.63% 61 2.21%
Regular Classroom 61 40.40% 1406 50.85%
Not Enrolled 0 0.0% 5 .18%
Other 0 0.0% 7 .25%
Special Education BEH 52 34.44% 460 16.64%
Special Education EMH 0 0.0% 46 1.66%
Special Education LD 1 .66% 94 3.40%
Special Education 
Multihandicapped 0 0.0% 3 .11%
Special Education 
Unknown 3 1.99% 117 4.23%
Unknown 27 17.88% 566 20.47%
Total 151 100% 2765 100%
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* Admissions are youths admitted to training school for the first time or who have been 
given a final discharge and recommitted to DYS. Revocations o f conditional release and 
transfers in from other schools are not counted in the above report.
Table 4.25
North Carolina Division o f Youth Services Training School Information 
*Recidivism — January 1. 1996 to June 30. 1998




New Admission 134 80.72% 2513 82.07%
Recommitment 17 10.24% 252 8.23%
Revocation o f Conditional 
Release 15 9.04% 297 9.70%
Total 166 100% 3062 100%

















Classroom 6 4.47 55 2.19 1 5.88 6 2.38 2 13.33 7 2.36
GED 0 0 . 0 0 0 . 0 0 0 .0 0 0 . 0 0 0 . 0 1 .34
Regular Classroom
54 40.3 1289 51.29 7 41.18 117 46.42 1 6.67 139 46.8
Not Enrolled 0 0.0 3 .12 0 0 2 .80 0 0.0 0 0.0
Other 0 0.0 7 .28 0 0 0 0.0 0 0.0 1 .34
Special Education 
BEH 45 33.58 391 15.56 7 41.18 69 27.4 4 26.66 44 14.81
Special Education 
EMH 0 0.0 43 1.71 0 0 3 1.19 1 6.67 5 1.68
Special Education 
LD 1 .75 86 3.42 0 0 8 3.17 1 6.67 5 1.68
Special Education 
Multihandicapped 0 0.0 3 .12 0 0 0 0.0 0 0.0 0 0.0
Special Education 
Unknown 2 1.50 105 4.18 1 5.88 12 4.76 0 0.0 12 4.04
Unknown 26 19.40 531 21.13 1 5.88 35 13.88 6 40.0 83 27.95
Totals 134 100% 2513 100% 17 100% 252 100% 15 100% 297 100°/
^Recidivism is currently only tracked for juveniles returning to training school. The 
juveniles that age out and are involved in the adult system are not tracked at this time.





The purpose of this research was twofold. The first purpose was to identify and 
operationalize factors recognized by the literature and experts in the field o f emotional 
disturbances as “best practices” for serving students identified as emotionally disturbed in 
the least restrictive environment possible. The second purpose was to conduct a program 
evaluation o f an urban school district where students identified as emotionally disturbed 
were reported to be receiving special education services in the least restrictive 
environment possible. The program evaluation would assess the following components o f 
the program for students with emotionally disturbances: (a) practices identified by 
teachers that are currently utilized in the school system to “include” the students with 
emotional disturbances into the general education classrooms and curriculum; (b) 
effectiveness o f the practices utilized by teachers and the school district on overall 
student outcomes; and, (c) additional training needs identified by teachers as necessary to 
improve the current practices utilized to serve students with emotional disturbances in the 
least restrictive environment.
Chapter one provided an introduction and an overview o f the current issues 
regarding education services to students with emotional disturbances in the least 
restrictive environment. Included in the discussion was the identification o f special 
education service delivery options, legal interpretations regarding implementation o f 
special education services, and notable movements in education that have influenced the 
structure o f the special education system. Additional topics included in the discussion are
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classroom practices for serving students with emotional disturbances, outcomes for 
students with emotional disturbances, barriers impeding the success o f students with 
emotional disturbances in the general education classroom, and challenges for urban 
school districts trying to effective serve this population o f services.
Chapter two presented a review o f the research related to the education o f 
children with emotional disturbances. Each o f  the topics in chapter one was elaborated on 
with a more thorough review of the literature.
Chapter three explained the design o f  the research study. Detailed information 
was provided for the urban area of Wake County North Carolina and it’s school system 
where this study was conducted. This chapter also described the methods utilized to 
gather data for the study and the statistical procedures used for evaluating the data 
gathered. Data were collected by various means. A survey instrument was developed to 
gather data from teachers in the Wake County Public School System. Focus groups then 
were used to elaborate on information received from the survey instruments.
Additionally, data were acquired through the Wake County Public School System data 
base and the North Carolina Division of Youth Services regarding specific information 
related to the outcomes for students with emotional disturbances. Frequency counts, 
inferential statistics, and a wave analysis were utilized for data analysis.
A summary o f  the findings was presented in chapter four. This chapter was 
divided into three sections. Section one provided the results for the analysis of 
quantitative data gathered through the survey. Section two provided descriptive and 
narrative information gathered through the use o f focus groups with the intent to 
elaborate on the data gathered through the survey instrument. Section three provided
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quantitative outcome data gathered from survey instrument, the Wake County Public 
School System Research and Evaluation Department, and the North Carolina Department 
of Health and Human Services, Department o f  Youth Services.
In chapter five, conclusions and recommendations developed from the 
background information are presented. This chapter is divided into two sections. Section 
one provides conclusions based on the results presented in chapter four. Section two 
provides recommendations based on the conclusions presented in Section one.
As stated, Section one provides conclusions based on the results presented in 
chapter four. This section is divided into five parts. Part one provides conclusions related 
to teacher participation. Part two discusses the survey items teachers reported as almost 
always and frequently practiced, items teachers identified as training needs, and how 
these results relate to the information provided by the focus group participants. Part three 
interprets the results o f the factor analyses. Part four clarifies the results of the wave 
analysis. Part five evaluates the information presented in sections one through four as it 
relates to the outcome indicators provided by the Wake County Public System and North 
Carolina Division o f Youth Services.
Section two of this chapter provides recommendations for the Wake County 
Public School System. These recommendations are based on the conclusions presented in 
section one of this chapter and were developed from the data analysis in chapter four. 
These recommendation focus on personnel issues, current school practices, staff 
development, and program options for students with emotional disturbances.
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SECTION I
Part I -  Teacher Participation
During the 1998 — 1999 school year, Wake County Public School System had one 
hundred and four schools including seventy elementary schools, twenty middle schools, 
and fourteen high schools. Fifty four o f these schools provided special education services 
for students identified as emotionally disturbed, including twenty-two elementary 
schools, nineteen middle schools, and thirteen high schools. These fifty-four schools 
employ over two hundred forty special education teachers who serve seven hundred and 
fifty-one students identified as emotionally disturbed.
The teacher survey utilized for this study was distributed to two hundred forty two 
special education teachers who provide services to the students identified as emotionally 
disturbed and four hundred eighty four regular education teachers who work in the fifty 
school that participated in this study where students with emotional disturbances are 
served. Ninety-two special education teachers and one hundred twenty six regular 
education teachers completed and returned the survey instrument. The majority o f 
teachers participating in the survey were white (85.32%), females (84.40%), with fifteen 
or more years experience (44.95%), and were working in the middle school level 
(44.04%). This is in contrast to the population o f  students with emotional disturbances. 
The majority o f the seven hundred fifty one students identified as emotionally disturbed 
were black (60%) and high school age, fourteen and above (39.14%). Gender information 
for students with emotional disturbances was not provided by the school district.
However, based on the information provided by teachers in the focus group sessions and 
from other data bases in the school system, the majority o f students identified as having
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emotional disturbances are male. Additionally, it should be noted that 64.5% o f  the 
students identified as emotionally disturbed receive free or reduced meals. Free or 
reduced meals are an indicator used by school districts for poverty.
As stated in chapter one, The Twentieth Annual Report to Congress on the 
Implementation o f  the Individuals with Disabilities Education Act, 1998, and 1994 U.S. 
Department o f Education and Rehabilitative Services Report detail the overrepresentation 
of minorities students receiving special education services. This overrepresentation o f 
minority students in special education also is identified as a primary concern in the 1997 
reauthorization o f IDEA. As reported in the Twentieth Annual Report to Congress,
34.5% of students identified as emotionally disturbed are minority students. O f those 
minority students 24.5% are black. Additionally, the Twentieth Annual Report to 
Congress identifies poverty as having an effect on minority representation in special 
education and that students in poverty are more likely to receive special education 
services than students from affluent backgrounds. While statistics o f the number o f 
students in poverty are not provided in this report, the report does state that, “while some 
of the disproportion may be addressed through improvements in unbiased and more 
discriminate assessment, attention must also focus on the broader issue of child poverty 
(p. 11-22).” This profile o f students with emotional disturbances as black and poor, is 
consistent with the profile o f students identified as emotionally disturbed in the Wake 
County Public School System. However, the percentage o f black students identified as 
emotionally disturbed in the Wake County Public School System is more than double the 
national average.
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Chapter one also described the characteristics o f  teachers who teach students with 
emotional disturbances. The majority o f these teachers are female (76%), white (85%), 
and have six to fifteen years of teaching experience (50%). Again, the characteristics o f 
teachers in the Wake County School System are very similar to this profile, 85% are 
female, 85% are white, and approximately 37% have four to fifteen years teaching 
experience (see table 4.3 and 4.4).
. While experts do not question the intentions o f  the teachers providing services to 
students with emotional disabilities, there is much discussion regarding the need to 
provide culturally proportionate numbers o f teachers as there are students receiving 
services to serve as role models and to develop effective relationships with students.
Harry (1992), notes that challenges with cultural differences are not reflected directly in 
the interactions between teachers and students but more so in the relationships developed 
between the teachers and students. The lack o f  diversity in the population of teachers 
providing services to students identified as emotionally disturbed is an issue the Wake 
County Public School System will need to address.
Part II — Teacher Practices and Training Needs
The survey instrument utilized in this study consists o f two distinct elements.
These elements are (a) the degree that teachers believe each survey item is practiced at 
their school and (b) the degree of training needed to improve their implementation o f  the 
individual survey items. Besides having two distinct elements, the survey instrument is 
divided into eight sections. These eight sections are Teacher Demographics, Philosophy, 
Administration, Instructional/Classroom Issues, Student Issues, Parent/Caregivers and 
Community Issues, Evaluation/Assessment, and Outcome. These sections were identified
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through a review of the literature as the “best practices” needed to be adopted by the 
school district in order to effectively serve all students with special needs in the least 
restrictive environment.
For the two distinct elements of the survey instrument, the degree each survey 
item was practiced and need for training on each survey item, teachers rated each survey 
item on a likert scale. For the degree each item was practiced, a five point scale was 
utilized. A rating o f one indicated the item was “almost always” practiced and a rating o f 
five indicated the item was “rarely” practiced. For training needs, a four point likert scale 
was utilized. A rating o f  one indicated there was a “high” need for training and a rating of 
four indicated the training need was “none”.
To identify the program practices teachers believed their schools currently were 
using and to identify those practices that teachers believed more training was necessary 
for them to implement the practice, frequency counts and mean scores were calculated. 
The survey instrument contained sixty-one items identified as “best practices” for serving 
students with emotional disturbances in the least restrictive environment by the literature 
and experts in the field. These items were broken into seven categories, Philosophy, 
Administration, Instructional/Classroom Issues, Student Issues, Parent/Caregivers and 
Community Issues, Evaluation/Assessment, and Outcome. Thirty-seven o f the sixty-one 
items identified as “best practices” in the survey were identified by teachers as occurring 
“almost always” or “frequently” with a mean score o f 1.0 to 2.0. '
Twelve of the thirty-seven (32.43%) items identified as being practiced “almost 
always” or “frequently” related to student issues (students having equal access to 
educational activities and same age peers) and instructional issues (classroom schedule,
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rules, teaching practices, and changing level o f  restrictiveness as needed). Eleven 
(29.7%) of the items practiced “almost always” or “ frequently” related to 
parent/caregivers and community issues (providing parents/caregivers with information, 
communication, encouraging parent participation, parent/caregiver access to relevant 
training and wrap around services). Eight (21.62%) o f the items identified as practiced 
“almost always” or “frequently” related to evaluation/assessment (including special needs 
students in state/local assessments, using assessment for instructional purposes, using 
data based assessments, and adapting assessments fo r individual students). The remaining 
items related to the schools having a mission statement related to inclusive practices, all 
staff members assuming responsibility for all students, and having meetings occur on 
time.
From this information, two points are significant regarding this section. First, the 
items which teachers did not identify as occurring “ almost always” or “frequently” are 
significant. The section of administration contains eighteen items. These items include 
pre-planning activities, administrative support activities, and program organization 
activities. From this section, teachers identified only one (5%) item, meetings occurring 
on time, as an item that occurred “almost always” o r  “frequently”. This implies that 
teachers do not believe the foundation for inclusive practices have been established at the 
administrative level.
Second, the identification of two items on the survey, the availability o f multi­
agency services in the parent/caregiver and community issues section, and students 
having access to participate in age-appropriate regular education classrooms in the 
student issues section, as occurring “almost always”  or “frequently” are o f concern.
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Comments written by teachers on the actual surveys and comments made by all o f  the 
thirty-five focus group participants indicate that multi-agency services are not available 
to students in the school setting. All teachers in the focus groups stated that their students 
were not receiving therapeutic/counseling services from anyone on the school staff or 
from an outside agency within the school building in a collaborative arrangement.
Additionally, the data from the 1997 -  1998 Wake County Public Schools 
Unduplicated Headcount indicates that four hundred ninety two (65.5%) of students 
identified as emotionally disturbed are receiving services in either separate classrooms, 
separate schools, or at home. This separation o f students with emotional disturbances 
from the regular education classes is supported by the comments from the majority o f 
focus group participants. Thus, one could conclude that the perception by teachers that 
students with emotional disturbances have equal access to regular education classes is 
based on something other than the students actual participation in general education 
classes.
In addition to teachers identifying program practices that were utilized within 
their school, teachers also were asked to identify the areas where training was needed so 
that they could more effectively implement some o f the program practices. As previously 
stated, the survey instrument has sixty-one items divided into seven categories; 
Philosophy, Administration, Instructional/Classroom Issues, Student Issues, 
Parent/Caregivers and Community Issues, Evaluation/Assessment, and Outcome.
Teachers identified sixteen o f the sixty-one survey items as having “high” or “medium” 
training needs with a mean score o f  1.0 to 2.5. The number of teachers identifying 
training needs was significantly lower than the number o f teachers identifying items that
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are practiced by the schools within the school district. One could surmise either that there 
were not many training needs that teachers could identify or that teachers only responded 
to this element o f the survey when they believed strongly that training was needed in this 
area.
The survey items identified as having a “high” or “medium” training need came 
from only two survey sections, administration and instructional/classroom issues. Ten 
(62.5%) o f items came from administration. These items focused on including staff in the 
pre-implementation phase of inclusive policies, providing joint planning periods for 
regular and special education teachers, providing on-going staff development, providing 
support when key personnel are absent, providing alternative discipline procedures, and 
providing reduced class sizes for regular classes including students with emotional 
disturbances. Six (37.5%) of the items focused on instructional/classroom issues related 
to using co-teaching/collaborative strategies, integrating the teaching o f social skills, 
functional life skills, anger management, and conflict resolution/problem solving within 
the academic curriculum, and facilitating friendships. These areas o f need also were 
emphasized by the focus group participants and comments on the individual surveys.
The significance of the items identified as having a “high” or “medium” training 
need is that these items are all items that the individual classroom teacher has very little 
control over. These items are related directly to the policies implemented by the 
individual schools and their administration. For example, teachers identified the need for 
greater on-going staff development as the highest training need. The need for more 
training was followed by including staff in the planning for placement of students with 
emotional disturbances into general education classrooms and providing reduced class
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sizes for those general education classrooms that have students with emotional 
disturbances included in them. Additional items that teachers identified as high priority 
training items, but which that had no direct control over, included common planning 
times and opportunities to work collaboratively with their co-workers to provide student 
students in inclusive placements appropriate services and the opportunity to incorporate 
anger management and conflict resolution curriculums into the academic schedule. Thus, 
one can conclude that the teachers believe it is not they who need the training, but the 
school administrators who need training to make inclusive practices more effective. In 
actuality, there may not be a need for administrative training but a need for 
administrative restructuring and greater support for teachers implementing inclusive 
practices.
Part HI -  Results o f  the Factor Analyses
As stated, a factor analysis was conducted with the survey instrument. The 
purpose of a factor analysis is to reduce the number o f  survey items into smaller elements 
(factors) which represent a theoretical construct. Six o f the eight survey sections were 
included in the factor analysis. These sections were Philosophy, Administration, 
Instruction/Classroom Issues, Student Issues, Parent/Caregivers and Community Issues, 
and Evaluation/Assessment. Table 5.1 identifies the factors extracted through the factor 
analysis for each section o f the survey instrument.
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Table 5.1
Factors Extracted Through Factor Analyses
Section Questions Factor(s)
Philosophy 1 and 3 Vision
Administration 5-11, 17-18 Administrative Support
1-4 Pre-implementation
12-15 Program Organization
Instruction l-4a, 5, 7-10, 11 Instructional Strategies
Student Issues 1-2 Environmental Structure
3-6 Program Access
Parent/Community 5-9a, 10 Access to Resources
2-4 Communication
Evaluation 1-9 Evaluation
After the survey items within each section were defined further to create smaller
conceptual factors, three demographic variables for the teacher respondents were then 
examined with regards to how they responded to the different survey factors. The three 
demographic variables were “years of teaching experience”, “type of teaching 
certificate”, and “area currently teaching”. The Kruskal-Wallis, a non-parametric test o f 
statistical significance was used to determine whether the mean scores o f the different 
factors differed significantly depending on the different levels of the demographic 
variables. The level o f statistical significance (p) was set at < .05.
The demographic variable of “years teaching experience” was divided into five 
levels or groups. The mean scores for each factor were then analyzed for each o f the five 
levels or groups o f teacher respondents. The results indicated that teachers with more 
teaching experience identified the practices in factor two (pre-implementation) o f section 
three, administration as occurring more frequently than did teachers with fewer years o f 
experience.
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From the different responses by these groupings o f teachers, one could conclude 
that the teachers with more years o f teaching experience may actually be more included 
in the planning phases o f inclusive placements since they do have more years o f 
experience and possible more knowledge about the students involved. Administrators 
may not include those teachers with fewer years of experience in the planning process 
because the administrators may not believe these teachers have the information necessary 
to benefit the planning process.
The demographic variable o f “type o f teaching certificate” was divided originally 
into five levels; provisional, class A -  bachelors degree, class G -  masters degree, class 
DG -  Ph.D/Ed.D, and other. However, there were only enough respondents in three 
groups to evaluate; provisional, class A -  bachelors degree, and class G -  masters degree. 
The mean scores for each factor were analyzed across the remaining three levels o f 
teachers with different types of teaching certificates. The comparison o f teachers with 
different types of teaching certificates on their responses to the different factors identified 
only one factor where teachers with different types o f teaching certificates responded 
significantly different. That factor was factor two (communication) in section six o f  the 
survey, Parent/Caregivers and Community Issues. Teachers with provisional and class A- 
bachelor degree teaching certificates identified the factor related to communicating with 
parents and informing parents o f their procedural safeguards as not occurring on a regular 
basis. In contrast, teachers with master degree -  class G  teaching certificates identified 
the factor o f communicating with parents as occurring on a more regular basis.
Teachers with provisional and class A — bachelor degree teaching certificates 
differed significantly from teachers with class G -  master degree teaching certificates
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with regard to communicating with parents. One could attribute the difference between 
the responses o f the different groups of teachers to their level o f  training. Teachers with a 
masters degree have received more formal training than those teachers with provisional 
or class A teaching certificates. One could surmise that the level o f training a teacher has 
experienced could influence the amount and types o f communication a teacher has with a 
parent.
The demographic variable o f “area currently teaching” was divided into two 
levels, regular education and special education. The mean scores for the different factors 
were analyzed across these two groups. These two groups did not differ significantly in 
their responses to the survey factors except for the two factors (communication and 
access to resources) in section six of the survey, Parent/Caregivers and Community 
Issues. Regular education teachers identified the elements comprising factor one, 
communicating with parents and informing parents o f their procedural safeguards, as 
occurring on a regular basis. Conversely, special education teachers identified the 
elements comprising this factor as not occurring on a regular basis. The second factor in 
the section of Parent/Caregivers and Community Issues was access to community 
resources. Regular education teachers believe that students with emotional disturbances 
do not have access to community resources; whereas, special education teachers believe 
students with emotional disturbances do have access to community resources.
The difference between regular education teachers and special education teachers 
in their responses to communicating with parents and student access to community 
resources may be due to their professional frames o f reference. Regular education 
teachers have limited amounts o f communication with their own students’ parents. Thus,
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these teachers may consider the fact the special educators meet with parents and talk with 
parents on a more frequent basis than they do as an adequate level of communication. 
However, special education teachers are bound by legal requirements to include parents 
in all aspects of the special education process. Throughout the special education process, 
teachers are required to keep parents informed o f  the procedural safeguards in place to 
protect them and their child. As a result o f  these legal requirements to work closely with 
parents, special education teachers may believe they are not fulfilling this requirement 
adequately.
Similar to the issue o f communicating with parents, is the issue o f students and 
parents having access to community resources. Regular educators are not involved 
routinely in securing community resources for their students. Often, they do not even 
know when their own students are receiving community services. Given the nature o f 
special education and the presence of the individualized education plan regular education 
teachers may assume that access to community resource is adequate. Conversely, special 
education teachers are aware o f the legal requirements in providing supplemental and 
related services to students identified as emotionally disturbed. They may believe that 
these services are not routinely provided and thus rated the items comprising the factor of 
access to community resources accordingly.
In addition to teacher responses on the survey instrument, focus group sessions 
were conducted. Focus group sessions were arranged to be conducted at six schools in the 
Wake County Public School System. However, one o f the schools decided not to 
participate. As a result, focus group sessions were conducted at two elementary schools, 
two middle schools, and one high school. The schools were identified based on teacher
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response rates to the survey, recommendations from the Wake County Public School 
District, and agreement from the school principals. All o f the focus group sessions were 
conducted on teacher work days except for one which was conducted after a  regular 
school day. Participation in the focus group sessions was voluntary.
The purpose of the focus group sessions was to provide greater insight into 
teacher opinions regarding the issues related to the placement o f students with emotional 
disturbances into less restrictive environments. The demographic composition o f  the 
focus groups were similar to the demographic composition o f the teacher respondents to 
the survey. Notable differences between the focus group participants and the survey 
respondents include; a higher percentage o f  special education teachers participated in the 
focus group sessions than responded to the survey, a higher percentage o f male teachers 
participated in the focus group sessions than responded to the survey, and a lower 
percentage of black teachers participated in the focus groups than responded to the 
survey. The differences between the teachers participating in the focus group sessions 
and those who responded to the survey could be attributed to several factors. First, 
principals or their designees asked teachers to participate in the focus group sessions 
(participation was voluntary). Since the research study focused on students with 
emotional disturbances, special education teachers may have considered the research 
study more relevant to them than the regular education teachers. Second, since the focus 
group sessions were conducted on “unprotected” teacher workdays, many teachers opted 
to take a day of vacation instead o f working. Thus, fewer teachers were available to 
participate in the sessions. One also could surmise that the teachers who did work on the 
teacher work days did so because they believed they needed the extra time without
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
164
students to catch up on their work. Therefore, they may have been less willing to 
participate. No definitive conclusions can be made regarding the difference in 
participation in the focus groups versus the response rate in the surveys for male teachers 
and black teachers.
The focus group participants were asked six prepared questions (see Appendix H). 
These questions focused on the philosophy o f  placing students with emotional 
disturbances in regular education classrooms, behavior management/discipline for 
students with emotional disturbances, perceived outcomes for students with emotional 
disturbances, benefits for students with emotional disturbances from being placed in 
regular education classrooms, barriers to placing students with emotional disturbances 
into regular education classrooms, and needed systemic changes for placing students with 
emotional disturbances into regular education classrooms. In addition to the six prepared 
questions, additional issues were discussed that emerged through the focus group 
sessions. These topics included: administrative support to teachers working with students 
identified as emotionally disturbed, mental health (counseling) and nursing services for 
students identified as emotionally disturbed, transition procedures for student with 
emotional disturbances, and staff development for teachers working with students 
identified as emotionally disturbed.
Teachers in the focus group sessions all stated that administrators and teachers at 
their schools encouraged placing students with emotional disturbances in the least 
restrictive environment possible. However, upon further discussion, all teachers except 
those at one middle school reported that less than half o f their students with emotional 
disturbances were placed in regular education classrooms. This perception by the focus
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group that their schools and teachers had inclusive philosophies was congruent with the 
survey responses to the factor related to philosophy. While both the teachers who 
responded to the survey and those who participated in the focus group sessions believe 
that their schools and teachers philosophically support inclusive practices, the actual 
number o f students with emotional disturbances that were reported by the Wake County 
Public School Data Base to be receiving services in the regular education classrooms do 
not support this perception.
Teachers in the focus group sessions all agreed that students with emotional 
disturbances benefited from being in regular education classrooms. These benefits 
included having more positive relationships with their peers and having better opinions o f 
themselves. However, teachers also qualified this statement with comments that students 
with emotional disturbances would only be placed in regular education classrooms if  they 
displayed appropriate behaviors and were performing academically on grade level. One 
could surmise that those students with emotional disturbances who were not displaying 
inappropriate behaviors and were performing on grade level in their academics would 
have better peer relationships and have more positive feelings about themselves. Thus, it 
is difficult to conclude that the positive outcomes that teachers reported were related to 
the students being placed in the regular education classroom or were related to the 
students feeling positive about their individual academic and behavioral achievements in 
school that permitted them to be in the regular education classroom initially. Teachers 
who responded to the survey did not comment in the outcome section o f the survey if 
they believed students with emotional disturbances benefited from being in regular 
education classrooms.
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The most common barriers that teachers in the focus groups identified to placing 
students with emotional disturbances into regular education classrooms were the 
students’ behavior and their academic performance. Teachers in the focus group noted 
that students exhibiting challenging behaviors or those students not performing 
academically on grade level would not be placed in regular education classrooms. These 
sentiments were mirrored by teachers who responded to the surveys in the comment 
section o f outcomes. The issue o f  placing students with emotional disturbances who were 
exhibiting challenging behaviors or who were not performing on grade level into regular 
education classrooms was tied to the issue o f  administrative support. This issue emerged 
at all focus group sessions. Teachers in the focus group sessions indicated they did not 
believe that regular education teachers or special education teachers had the time to 
provide extra assistance to the students with emotional disturbances placed in regular 
education classrooms or that there were enough special educators to work collaboratively 
with the regular education teachers. Teachers who responded to the survey also indicated 
that time to work collaboratively was not regularly provided by administration.
One could surmise from the responses by the teachers in the focus groups and by 
the teachers who responded to the survey that they do not believe the resources are 
available that would make placement o f students with emotional disturbances into less 
restrictive environments possible. Thus, until the teachers believe that placement in less 
restrictive environments are required or that they receive additional time or assistance, 
more inclusive placements for students with emotional disturbances are not likely to 
occur.
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When asked what improvements could be made for placing students with 
emotional disturbances into less restrictive environments, specifically regular education 
classrooms, most teachers indicated that no changes were necessary. The current process 
for placement consistently was described as special education teachers asking regular 
education teachers if they would be willing to work with one of their students. All focus 
group participants agreed that regular education teachers had the option o f having special 
education students placed in there classrooms. While the majority o f the regular 
education teachers were comfortable with this process, a few regular education teachers 
indicated that on several occasions special education students were placed in their 
classroom at the beginning o f the year without their knowledge. These teachers indicated 
they would appreciate knowing when any special education student was placed in their 
room and having more information about the students they would be serving. Special 
education teachers who participated in the focus group sessions and who responded to the 
survey indicated they were concerned about the negative feelings that regular education 
teachers had about students with emotional disturbances. Additionally, the special 
education teachers who participated in the focus group sessions stated they would not ask 
a regular education teacher to work with their students if they believed that the regular 
educator did not like their student. Thus, the pool o f available regular education 
classrooms was reduced.
Outwardly, it appeared that the majority o f teachers were satisfied with the 
placement process. However, listening carefully to the comments o f the few teachers 
willing to address this issue, it is possible to infer that there are some frustrations with 
this process. The most obvious concern with this process is that co-workers have to
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negotiate on behalf o f their students. Yet, as previously stated, support for the regular 
education teachers taking on these students and for the students themselves is limited.
As stated earlier, focus group participants also were concerned about the 
increased demands placed on their time when agreeing to work with students who were 
identified as emotionally disturbed. Regular education teachers described these demands 
in relation to the perceived lack o f administrative support. Regular education teachers in 
the focus groups noted that due to the special education requirements when they provided 
services to students with special needs they were required to complete more paper work 
and attend more meetings. They found these additional requirements to be overwhelming. 
While the teachers did not state that this issue directly discouraged them from agreeing to 
work with students identified as emotionally disturbed, one could surmise that when 
given a choice, not many teachers are going to ask for extra work with no extra benefits.
Special education teachers in the focus group sessions also expressed concern 
with the lack of services available to students with emotional disturbances. As previously 
stated, regular education teachers and special education teachers who responded to the 
survey had different views on this issue. Special educators believed there were not 
enough services available, while regular educators believed there were enough services 
available. More special education teachers participated in the focus group sessions, thus 
the comments from the focus group sessions regarding availability o f community services 
is congruent with the results from the survey. Comments from the focus group sessions 
and comments from actual surveys indicated that counseling services as well as other 
types o f community services were not available to students with emotional disturbances. 
However, when one looks specifically at the survey item that relates to the availability o f
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community services to students in the school setting, the highest percentage o f teachers 
indicate that these services are almost always available. One could conclude that this 
discrepancy in the data is due to the higher number o f regular education teachers who 
returned the survey and their view that the services are available. However, one would 
have to believe that the special education teachers are more knowledgeable as to the 
services their students are receiving and conclude that that the services are not available 
or being provided.
Teachers in the focus group sessions voiced concern with the lack o f standard 
procedures for aiding the transition o f  students with emotional disturbances from one 
education environment to the next. This concern also included the availability o f 
alternative curricula for students not eligible for standard diplomas due to their failure to 
pass required end-of-course tests. Teachers at the focus group sessions noted that each 
school can decide on their service delivery method to students with special needs. The 
elementary school teachers indicated that they primarily utilized a self-contained model, 
while the middle schools indicated that they were attempting to use a co-teach model and 
the high schools utilize a self-contained model with some students who are behaving 
appropriately and functioning on grade level are placed in regular education classes. The 
change from one style to another was difficult for the students with emotional 
disturbances. Teachers indicated a need to plan better for transitioning students with 
emotional disturbances to each new environment but indicated that a mechanism to do 
this planning was not in place. Additionally, teachers were frustrated with how and what 
to teach students who did not qualify for a standard diploma. Their concern was that for 
students who were not eligible for a standard diploma and who have not learned other
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work related skills in school, successful transition to post-secondary environments such 
as employment or a trade school will not be possible. Teachers noted that an alternative 
curriculum was not available for those students not on a diploma track. Tied to both of 
these issues was the topic o f staff development. Comments by teachers in the focus 
groups and comments reported on the survey instrument indicated that regular education 
teachers were not skilled at working with students exhibiting challenging behaviors and 
who were also experiencing academic difficulties.
Once can conclude from the multiple concerns related to the transition topic and 
the outcomes for students with emotional disturbances reported in chapter 4 that the 
prognosis for students with emotional disturbances who are not functioning at grade level 
are not positive. Teachers believe additional training and alternative curricula are 
necessary. Both o f these concepts are consistent with the findings reported in P.L. 1 OS- 
17. Specifically, P.L. 105-17 identifies the need to support “high quality, intensive 
professional development” for teachers working with special education students in order 
to ensure that the students have the necessary skills and knowledge. Additionally, P.L. 
105-17 identifies as a primary goal o f the legislation designing education programs to 
meet the “unique needs” o f special education students and to prepare them for 
“employment and independent living”.
Part IV -  Results o f the Wave Analysis
As stated, the purpose o f the wave analysis was to evaluate whether the survey 
non-respondents differ significantly from the survey respondents. The survey responses 
were divided into groups based on the time frame that they were returned. The responses 
to the survey factors (described in chapter four) where then evaluated across the different
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time frames to determine if  there were significant differences. I f  there were no 
statistically significant differences observed, it could then be surmised that there were 
significant differences between the teachers who responded to the survey and those 
teachers who did not respond to the survey.
In this study, a wave analysis was conducted at two levels. First, the relationship 
between time and the demographic variables of “years teaching experience”, “area 
currently teaching”, and “type o f  teaching certificate” were analyzed. Then, the 
relationship between the survey responses on the factors for the different sections o f the 
survey were analyzed to determine if they related to time.
The non-parametric Chi-Square test was utilized to evaluate the relationship 
between time and the three demographic variables. The demographic variables of “years 
teaching experience” and “type o f teaching certificate” were not related to time.
However, time and the demographic variable of “area o f teaching” were related. Thus, 
one can surmise that special education teachers and regular education teachers returned 
their surveys at significantly different times in the research process.
After evaluating the relationship between time and the demographic variables, the 
relationship between time and the mean factor scores was evaluated. Given that the 
responses to the two factors in section six, Parents/Caregivers and Community Issues 
were significantly different based on the variable of “area o f teaching” (regular or special 
education), and that time was related to this demographic variable, this section had to be 
analyzed by the characteristics which comprised the demographic variable of “area of 
teaching”. When this section, Parent/Caregivers and Community Issues was analyzed 
separately for each level comprising “area o f teaching”, regular education or special
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
172
education, neither factor was found to be significantly related to time. The mean factor 
scores for the remaining survey sections were not significantly related to time.
The results of the wave analysis can lead one to conclude that since there were no 
significant relationships between time and the demographic variables other then “area of 
teaching” and no significant relationships between time and the mean factor scores, then 
there is no significant differences between those who returned the survey and those who 
did not. Thus, the results o f  the survey and the focus groups could be generalized to those 
teachers who did not respond to the survey instrument.
Part V -  Outcomes for Students with Emotional Disturbances
Outcomes for students with emotional disturbances in Wake County Public 
Schools were evaluated in five areas. These areas were; teacher reports o f success on the 
survey instrument in section eight, suspension rates for students in Wake County Public 
Schools, end-of-course pass/fail rates for students in Wake County Public Schools, drop­
out rates for students in Wake County Public Schools, and incarceration rates in juvenile 
training schools for students in the state of North Carolina.
Section eight of the survey, Outcome, contained only one question. This question 
asked the individual teacher respondents to rate the degree to which they believed the 
students with emotional disturbances had been successful in regular education 
placements. Approximately eighty-six percent o f the teachers who responded to this 
question indicated that students with emotional disturbances were “frequently” to 
“sometimes” successful in regular education placements with a mean score for this item 
of 2.75.
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This perception by teachers that students with emotional disturbances were 
“frequently” or “sometimes” successful may be accurate. This success may be due to the 
report by teachers that only those emotionally disturbed students who were not exhibiting 
challenging behaviors and who were academically on grade level were placed in regular 
education classrooms. These two criteria for being placed in a  regular education 
classrooms are elements for success for any student.
Public Law 105-17 allows for students with disabilities to be suspended for up to 
ten days during the academic school year. If  a student with disabilities is suspended for a 
total o f more than ten days, this is considered a “change o f placement”. As a result, a 
hearing is required to determine if  the behaviors resulting in the suspension were directly 
related to the student’s disability. I f  the behavior is considered to be a  result o f the 
disability, then the student’s IEP must be modified to provide appropriate services. In 
addition, the school system is required to complete a functional behavioral assessment 
and develop a behavioral plan to address the inappropriate behaviors.
During the 1997-1998 school year, 6,754 (7.54%) students were suspended in 
Wake County Public Schools for at least one day. Included in this number were 496 
students identified as emotionally disturbed. This number represents 66% o f all students 
identified as emotionally disturbed. Additionally, 69.7% o f the students identified as 
emotionally disturbed that were suspended were receiving their educational services in 
self-contained classrooms or separate schools. Conversely, only 29.8% o f the students 
identified as emotionally disturbed who were suspended were receiving educational 
services in regular education classrooms or resource settings. Along with the 
significantly high proportion o f students identified as emotionally disturbed who were
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suspended, 66.73% of the students identified as emotionally disturbed who were 
suspended were black. This percentage of suspended black students is almost three times 
the percentage o f black students enrolled in the Wake County Public School District.
One can conclude that if  a student is identified as emotionally disturbed, is placed 
in a separate self-contained or separate school setting, and is black, than the student is at 
great risk for being suspended. This pattern of suspension is consistent with national 
reports for students with emotional disturbances described in chapters one and two 
(Valdes’, Williamson, & Wagner, 1990; USDOE, 1995).
With the passage o f  the 1997 amendments to IDEA, an emphasis was placed on 
the participation of students with disabilities in state assessment programs. North 
Carolina utilizes an end-of-course test at grades three, five, and eight. The end-of-course 
test is comprised of a reading and math test. At grades three and five the results of the 
tests are used for promotion and retention purposes. Students are required to pass both 
sections of the test at the eighth grade level to be eligible to graduate with a standard 
diploma. If a student fails a section o f the test, they are required to take it again at the 
next grade level. Students who do not pass the eighth grade end-of-course test must take 
it again at each grade level until the twelfth grade.
In the Wake County Public School System, 63.38% of the students identified as 
emotionally disturbed participated in the end-of-course tests during the 1997-1998 school 
year. Of those who participated, only 18.9% passed both sections. O f those who passed, 
60% were in inclusive settings (regular education classrooms or resource settings). This 
pass percentage is in contrast to the students in regular education and the other students
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with disabilities, in that students in regular education had an 80.12% pass rate for both 
tests and student with other disabilities had a 36.17% pass rate.
The results of the pass rates on the end-of-course tests indicate that the students 
placed in the less restrictive environments perform better than those students who are in 
more restrictive placements. These results are consistent with the information reported in 
national reports described in chapters one and two (Valdes’, Williamson, & Wagner,
1990; USDOE, 1995).
For the 1997-1998 school year, 1,092 students dropped-out o f the Wake County 
Public School System. O f these number, 44 o f the students had emotional disturbances. 
While this is a small percentage o f  the total number o f students who dropped-out, it 
represents 5.85% of all students with emotional disturbances. This is more than four 
times as great as ail students and almost ten times greater than all students in regular 
education programs. Again, the elevated drop-out rate is consistent with national reports.
The last outcome measure evaluated in this study for students with emotional 
disturbances in Wake County Public Schools was the incarceration rate of students into 
North Carolina training schools. Juveniles who are arrested and found guilty o f a crime in 
North Carolina are can be placed in training schools. When a juvenile enters a training 
school information related to their education is recorded. However, once the students are 
in the training school, if  they are found eligible for special education services, there is no 
reporting mechanism to reflect their eligibility. Thus, the actual number of students 
reported as receiving special education services in training schools may not fully account 
for the number o f students actually receiving special education services.
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In North Carolina, 62.83% of the students incarcerated in training schools are 
black. Additionally, 16.64% of the students incarcerated are identified as emotionally 
disturbed. In Wake County, 74.17% o f the students incarcerated are black and 34.44% 
are identified as emotionally disturbed. For those students who are recommitted, 27.4% 
in the state are identified as emotionally disturbed. However, in Wake County the 
recommitment rate for students identified as emotionally disturbed was 41.18%. The 
racial compositions for recommitment were not available from the North Carolina 
Division o f  Youth Services.
One can conclude from the statistics from the North Carolina Division of Youth 
Services that students who are black and identified as emotionally disturbed are more 
likely than other students with disabilities and students in regular education to be 
involved in the court system. Again, these outcomes are consistent with the profile of 
students with emotional disturbances in national reports noted in chapters one and two. 
SECTION n 
Reco mmendations
Section one o f this chapter reviewed the data analysis from chapter four and 
discussed the possible conclusions from the results. From these conclusions, 
recommendations for working with students identified as emotionally disturbed will be 
made to the Wake County Public School System. These recommendations focus on 
personnel, current school practices, program options, and staff development.
The demographic information regarding the teacher respondents who participated 
in this study is consistent with the national literature related to teacher characteristics 
(Clark-Chiarelli & Singer, 1995). Teachers who work with students with emotional
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disturbances are predominately white females. Yet the composition of students with 
emotional disturbances is predominately black males. Public Law 105-17 stresses in it’s 
Congressional Findings concern with the overrepresentation o f minority students, 
particularly African Americans. In addition, it is noted in P.L. 105-17 that as the number 
of minority students increase, the number o f minority teachers continues to decrease.
In an effort to provide students with appropriate positive role models and to 
address the concerns highlighted in P i .  105-17, emphasis should be on the recruitment 
and retention o f  teachers that reflect the demographic composition o f the students in the 
Wake County School System, specifically the composition o f students in special 
education. When teachers reflect the students they work with, the possibility for more 
effective relationships between the students and teachers exists (Harry, 1992). If  the 
teacher student relationship is more effective then student outcomes will be more 
productive.
The survey instrument utilized in this study contained sixty-one practices 
identified in the literature and by experts in the field as “best practices” for serving 
students with emotional disturbances in more inclusive environments. In chapter four, it 
was observed that teachers identified thirty-seven o f  the sixty-one survey items as 
occurring “almost always” or “frequently”. However, the survey items that were not 
observed to occur on a frequent basis related to administrative and collaborative 
practices.
Inclusive programming in public schools is a multifaceted endeavor. It is the 
opinion of the teachers in Wake County Public Schools that a greater emphasis be placed 
on providing training to the administrators in the system related to developing effective
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inclusive programs. Training for administrators may include; establishing a school 
philosophy regarding inclusive placements, providing incentives for teachers willing to 
work with special education students, providing release time for collaboration between 
special and regular educators, and providing necessary staff coverage to facilitate 
inclusive placements.
Student outcomes were a major area o f concern for teachers in the focus groups 
and teachers who responded to the survey. The outcomes for students with emotional 
disturbances in Wake County Public Schools are consistent with the outcomes described 
in the literature. These outcomes include higher suspension rates, lower passing rates on 
standardized assessments, higher drop-out rates, and higher incarceration rates. Many o f 
the teachers expressed concern regarding the lack o f  curriculum options for those 
students who are not or will not be eligible for a standard high school diploma. Many 
teachers noted that these students still receive instruction in the core academic areas 
instead of receiving functional instruction in work preparation or learning a trade. Public 
Law 105-17 noted in it’s Congressional findings that minority students are disadvantaged 
because of the lack o f opportunities in training and education programs. Additionally, the 
Public Law states that the purpose of the legislation is to provide instruction designed to 
meet the students needs and prepare the student for employment and independent living.
Given the concerns by the teachers related to the lack o f  curriculum options, along 
with the poor outcomes for students with emotional disturbances, and the emphasis of 
Public Law 105-17 on preparing students to be productive and self-sufficient, the school 
district may consider developing curriculum options for all students in the district. These 
options may include: a program emphasizing basic work behaviors, developing
Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
179
vocational training programs within the school district, developing programs with the 
local community or technical colleges to provide vocational training programs and 
college preparation programs, developing apprenticeship programs with local businesses, 
and providing GED programs within the public school setting. Additionally, each o f these 
types of programs address teacher concerns relating preparing students for the next 
environment after high school and is consistent with the purpose o f P.L. 105-17 to 
develop specialized programming in order to prepare students for employment. If 
students who are not eligible for standard diplomas have alternatives that they and their 
teachers believe are beneficial, the students may consider school relevant as opposed to 
being a waste o f their time.
Many teachers in the focus groups and on the surveys commented that the 
majority o f regular education teachers were not trained adequately to work with students 
who are emotionally disturbed. Additionally, teachers in the focus groups and on the 
surveys noted that regular education teachers were not knowledgeable o f the legal 
requirements to provide documented accommodations for students with disabilities or 
were unwilling to provide accommodations for students with disabilities. As a result, 
fewer students with emotional disturbances were placed in regular education settings.
While teachers were reluctant to say that more “staff development” was 
necessary, they did express interest in training opportunities if  these opportunities were 
related directly to improving their ability to work with challenging students. Many 
teachers indicated that staff development or training was one more demand on their 
already limited schedule. Thus, the school district may want to consider developing 
collaborative relationships with local universities to provide training, grant programs, and
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mentors for their staff. Based upon the results o f the research, topics o f training could 
include; therapeutic crisis intervention, conducting functional behavioral assessments, 
developing behavior plans, and collaborating with parents and outside agency 
representatives. Consideration may wish to be given to developing a relationship with the 
local community mental health agency to provide in-school services to students and their 
parents. All of these topics are aimed at maintaining students with emotional disturbances 
in the public school setting while addressing their behavioral, educational, and mental 
health needs. Additionally, all o f  these topics are in line with the regulations set forth in 
Public Law 105-17.
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My name is Leigh Butler and I was recently given permission by Dr. Karen Banks, 
Assistant Superintendent, Evaluation and Research, Wake County Public School System 
to conduct research in your county. The title o f  the research is “Practices for Effectively 
Serving Students with Behavioral Emotional Handicaps (BEH) in the Least Restrictive 
Environment”.
Your school has been identified as one of the schools in the Wake County Public School 
System which serves BEH students. To collect the information needed for this research, I 
will be mailing surveys to all o f  your special education teachers and a  randomly selected 
group o f your regular education teachers. I am seeking your support in having these 
teachers complete and return the survey. The results o f the survey will provide the Wake 
County Public School System with current practices for serving BEH students and 
training needs to improve these services. Results will be reported in the aggregate and 
will be provided to the Special Education Services department.
Thank you in advance for your support. If you have any questions or concerns, please 
feel free to contact me at work (757)495-0582, at home (757)485-4402, or by e-mail 
NCSUWUFPAC@aol.com.
Sincerely,
L eigh  L. B utler
pc: Jack Nance, Director Of Special Education Services
Karen Summers, Program Specialist, special Education Services
enclosure:
survey (not to be completed)
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Ms. Leigh Butler 
2611 Lake Ridge Crossing 
Chesapeake, VA 23323 ,
Dear Ms. Butler:
Your request to conduct research entitled Best Practices fo r  Effectively Serving Students 
Identified as Emotionally Disturbed (ED) in the Least Restrictive Environment has been, 
approved. Please note that studies should attempt to minimize disruptions during busy, critical 
periods of the school year.
As always, it is up to the principals at the school whether they will agree to have their school 
participate. If there are questions about this constraint, please call me.
I look forward to working with you and learning the results of your study. Please remember to 
send me a summary of your findings once your study is completed.
Sincerely yours,
Karen E. Banks, Ph.D.
‘/mp
a:\proposals\BuiIer\mp9/9/98VSeptember 9. 1998"
3600 WAKE FOREST ROAD •  P.O. BOX 2*041 •  RALEIGH, NORTH CAROLINA 27011 •  TELEPHONE (919) 250*1263
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Survey of Practices for Effectively Serving Students Identified as Emotionally Distnrbed(ED) in the Least
Restrictive Environment
Current research has identified practices which are associated with effectively serving students with special needs in the 
least restrictive setting possible, the general education classroom. This survey is intended to gather information on the 
prevalence, methods, and outcomes of various inclusionary and mainstreaming practices for students identified as
behaviorally emotionally handicapped.
The following survey is intended for teachers (regular and special education). This survey should take approximately 15-20 
minutes to complete.
Directions:
1. Please fill out Section I, demographic information.
2. If  your school does not serve students identified as behaviorally emotionally handicapped in regular education 
classrooms for a  portion o f  the day, then complete Section I and stop.
3. I f  your school serves students identified as behaviorally emotionally handicapped in regular education classrooms for 
some portion o f  the day, please complete the entire survey.
4. I f  you are completing the entire survey, please consider each practice as it relates to your current program. Circle the 




1. Almost Always Practiced (Occurs with very few exceptions)
2. Frequently Practiced (Occurs on a  regular basis)
3. Sometimes Practiced (Occurs approximately 50% of the time)
4. Sporadically Practiced (Occurs on an occasional basis)
5. Rarely Practiced (Occurs almost never)
Also consider whether you believe more training is needed in your school to develop or improve these practices. If  there is a 
practice for which additional training is necessary, please indicate the level of training needed.
TRAINING NEEDED
Possible Choices:
1. High (Immediate/intense need)
2. Medium (Obvious need- not as intense)
3. Low (Area o f  concern - but not a  priority)
4. None (No training needed) '*' •
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Demographic Information o f Person Completing Survey
L Personal Information
1. Gender
 Male ____  Female
2. Race
  White  Black  American Indian, Eskimo, or Aleut
  Asian or Pacific Islander ____ Other
3. Years Teaching Experience
  0-3 _____13-15
  4-7  more than 15
8-12
4. Grade Level Currently Teaching
 Pre-School  Middle School (6-8)
  Elementary (k-5) ____  Secondary (9-12)
5. Area Currently Teaching / ;
  Regular Education
  Special Education
6. Type of Teaching Certificate
 Provisional (Course work or examination necessary for full endorsement)
  Class A -Bachelors Degree  Class G - Masters Degree
  Class DG- Ph.D./Ed.D   Other
7. Area of Endorsement on Teaching License (check all that apply)
  General Education
 a. Elementary  b. Middle School (6-8)  c. Secondary (9-12)
 Special Education (please list specific endorsement area(s))
Other (please list specific endorsement area(s))
8. Name of school where you are currently teaching.
9. Does your school serve students with any type o f disabilities in regular education classrooms?
If yes, what level of service is provided? Check all that apply
 Yes  No
 Regular education classroom_____Consultation Regular education class with support services
 Resource room
10. Does your school serve students identified as BEH in regular education classrooms?
If yes, what level of service is provided? Check all that apply
 Yes (continue with survey)  No (If No - Why Not? Please answer below and stop)
 Regular education classroom _____Consultation Regular education class with support services
 Resource room
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IL PHILOSOPHY Practiced Training Need
_______Ahnoot Always F runtm h S o t t t a n  S to n d ta lr  R m fr High M ttlw  Low Pfowe
1. The School has a mission statement which 
clearly reflects the belief that all students are 
valued and can leam.
1 2 3 4 5 1 2 3 4
2. Ail students attend their neighborhood school 
with their same age peers.
1 2 3 4 5 1 2 3 4
3. The administrator and all staff members 
actively assume responsibility for all students’ 
learning and behavioral outcomes.
1 2 3 4 5 1 2 3 4
Additional -Comments:
UL ADMINISTRATION Practiced
Alwat Always Frequently Sometimes Sporadically Rudy
Training Need 
illeh Medium Low None
1. Planning for including BEH students into 
regular education classrooms included all staff
1 2 3 4 5 1 2 3 4
2. Program goals, guidelines, and procedures for 
inclusion were developed prior to implementation 
and are in written form.
1 2 3 4 5 1 2 3 4
3. Teachers and related service personnel were 
included in the development of a mission 
statement on including BEH students into regular 
education classrooms as a school policy
I 2 3 4 5 I 2 3 4
4. Administrator supports mission statement and 
is committed to including BEH students into 
regular education classrooms as a school policy.
1 2 j 4 5 1 2 3 4
5. Administrator facilitates changes to 
organizational structure to provide joint planning 
times for teachers collaborating on including BEH 
students into regular education classrooms.
1 2 3 4 5 1 2 3 4
6. Administrator arranges for on-going staff 
development training as needed.
(Please indicate the amount o f time originally 
devoted to training prior to the implementation 
o f including BEH students into regular education 
classrooms and to training annually thereafter.)
a. training provided prior to inclusion
b. training provided annuallv
1 2 3 4 5 I 2
r
3 4
7. Administrator facilitates communication 
between all team members (including 
parents/caregivers) to include creative ideas, 
concerns, needs, conflict resolution.
1 2 3 4 5 1 2 3 4
8. Administrator provides additional staff support, 
technical assistance, physical plant modifications, 
and other needs as thev arise.
1 2 3 4 5 1 2 3 4
9. Administrator actively involved with including 
parents/caregivers as team members.
1 2 3 4 5 1 2 3 4
10. Administrator establishes “back up” for the 
smooth continuation of services when key 
personnel are absent (teachers, assistants-; and 
related service providers).
1 2 3 4 5 I 2 3 4
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HI. ADMINISTRATION (con’t.) Practiced Training Need
_____________ Abanf Ahww Fwwudy Sotf l u  Smntlnly faith High M»*Hi  Low Pf<
11. Administrator is an active participant in team
meetings.
1 2 3 4 5 1 2 j 4
12. Meetings are held at a time when all team 
members can attend.
1 2 3 4 5 1 2 3 4
13. Meetings occur on a regularly scheduled
basis.
1 2 3 4 5 1 2 3 4
14. Meetings occur on time. 1 2 3 4 5 1 2 3 4
15. Clear procedures are established for recording 
minutes of each meeting and follow-up 
assignments are clearly identified and delineated 
for necessary meeting items .
1 2 3 4 5 I 2 3 4
16. Funds previously used to support students in 
separate placements are funneled back into 
inclusive environments’to improve education in 
the general classroom setting.
I 2 3 4 5 1 2 **j 4
17. Discipline policy reflects logical, natural 
consequences with alternative discipline methods 
as opposed to punishment. <
1 2 3 4 5 I 2 j 4
18. Regular education classrooms where BEH 
students are included have fewer students than 
regular education classrooms that do not have 
BEH students.
1 2 3 4 5 1 2 3 4
Additional Comments:
IV. INSTRUCTIONAL/CLASSROOM ISSUES Practiced Training Need
_________________________________ Abaort Ahwyi Frequently Sonrtfam Snomdlcnlly Rarely High Medium Low None
1. Co-teaching/collaborative strategies are utilized 
-between special education, general education, and 
related services providers.
1 2 3 4 5 1 2  3 4
r
2. The curriculum for BEH students parallels the 
general education curriculum with 
accommodations and modifications made on an
individual basis.
1 2 3 4 5 1 2  3 4
3. An expectation that BEH students will learn is 
conveyed by all staff and is evident in the 
instructional programs.
1 2 .3 4 5 1 2  3 4
4. Effective teaching practices are utilized.
a. Clear beginnings and endings (review/closure)
b.Direct Instruction
c.-Relevant Practice
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4  5
1 2  3 4 
1 2  3 4 
1 2  3 4
S. Related services are provided within the context 
ofthe regular education classroom {e.g., speech, 
occupationahtherapy, physical therapy, etc.).
1 2 3 4 5 1 2  3 4
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IV. INSTRUCTIONAL/CLASSROOM ISSUES (con’t )  Practiced Training Need
________________________________________Ahiad Alwji Frtqnwttr Somyttaws SgofdkaDy Hirdr High MHl— Low None
6. The academic curriculum includes teaching on 
a daily basis the following: Please indicate i f  
these areas are taught as a separate program (S) 
or integrated (I) with the academic curriculum.
a. Social skills - S I
b. Functional life skills - S I
c. Anger management - S I
d. Conflict resolution/problem solving - S I
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5
1 2  3 4 
1 2  3 4 
1 2  3 4 
1 2  3 4
7. Curriculum teaches and facilitates friendship 
through peer tutoring, peer support programs, etc.
I 2 3 4 5 1 2  3 4
8. There is an established schedule for the 
classroom which is followed.
1 2 3 4 5 1 2  3 4
9. The classroom has a limited number (4-6) of 
clearly stated and enforced rules.
1 2 3 4 5 1 2  3 4
10. The teacher uses a positive preventative 
behavior management system (e.g., levels 
systems, token economy, reinforcement 
techniques).
1 2 3 4 5 1 2  3 4
11. The school has a crisis intervention team 
trained for non-violent physical crisis intervention.
1 2 3 4 5 1 2  3 4
12. The ability to change the restrictiveness of the 
educational setting exists when needed (e.g., 
resource to self-contained to alternative setting).
1 2 3 4 5 1 2  3 4
Additional Comments:
V. STUDENT ISSUES Practiced Training Need
Ahnoat Always Frequently Son***—« Sporadically Rarely High Mtdlnm Low None
1. All students use the same building/classroom 
entrances and storage spaces for personal items 
(e.g., lockers).
1 2 3 4 5 1 2 - 3 4
2. All students transitions are the same. 1 2 3 4 5 1 2 3 4
3. All students are eligible to participate in extra­
curricular activities (athletics, clubs, etc.)
I 2 3 4 5 1 2 3 4
4. All students have opportunities to make choices 
regarding elective classes.
1 2 3 4 5 1 2 3 4
5. All students participate in age-appropriate in 
the regular education classroom.
1 2 3 4 5 1 2 3 4
6. All students have the opportunity to earn a 
standard diploma
1 2 3 4 5 1 2 3 4
Additional Comments:
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VI. PARENT/CAREGIVERS AND COMMUNITY ISSUES Practiced Training Need
_________________________________________________________ j*hann Alwiyi F rt-ta tty  S w ida a  SpocaJkadr Rarrir H in  M d l—  Low No
1. Parents/cargivers participate in team meetings. 1 2 3 4 5 1 2  3 4
2. There is an established method of 
communication between school, home, and other 
agencies involved with the student.
1 2 3 4 5 1 2  3 4
3. Parents/caregivers are provided with relevant 
information (parental rights, current educational 
practices, and school news).
1 2 3 4 5 1 2  3 4
4. Parents/caregivers are encouraged to 
participate in all aspects of school operation 
(classroom volunteer, PTA, etc.).
1 2 3 4 5 1 2  3 4
5. Parents/caregivers are provided with 
information regarding availability of community 
family support services.
1 2 3 4 5 1 2  3 4
6. Parents/caregivers are provided or have access 
to relevant training (legal rights, behavior 
modification, medication issues).
1 2 3 4 5 1 2  3 4
7. Accommodations for special family needs are 
provided (before or after hour meetings, 
interpreters, translators, etc.).
1 2 3 4 5 1 2  3 4
8. The school staff respect family culture and 
ethnicity and recognizes their impact on 
educational practices.
1 2 3 4 5 1 2  3 4
9. Multi-agency services are available in the 
school setting.
a. mental health services (counseling)
b. emergency out of home placement
c. interventions for physical, sexual, and 
substance abuse (social services - child 
protective service)
d. medical exams
e. court services (probation, parole, outreach)
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5
1 2 3 4 5 
1 2 3 4 5
1 2  3 4 
1 2  3 4 
1 2  3 4
1 2  3 4 
I 2 ' 3 4
It). Coordination exists between school, 
parent/caregiver, and other service providers (case 
management).
1 2 3 4 5 1 2  3 4
Additional Comments:
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VII. EVALUATION/ASSESSMENT Practiced Training Need
_________________________________________________________ /Own* Alwy» F w a l iy  Sownrtmn Sporadically lUrrfr HMi M t<—  Low None
1. Student performance evaluation procedures are 
formalized and responsibilities specifically 
identified and assigned.
1 2 3 4 5 1 2 3 4
2. Evaluation data are collected from all relevant 
parties "(parents, teachers, related service 
providers, community based service providers, 
etc.).
1 2 3 4 5 1 2 3 4
3. Evaluation data includes functional assessment 
referenced to specific problem behavior(s) of each 
student.
1 2 3 4 5 1 2 3 4
4. Program evaluation regarding effectiveness of 
programming "for students is on-going.
1 2 3 4 5 I 2 3 4
5. Evaluation data are used to make needed
modifications to overall program.
1 2 3 4 5 I 2 3 4
6. Multicultural issues are addressed during all 
assessments (assessments free of cultural bias, 
provided in native language, etc.).
1 2 3 4 5 I 2 3 4
7. Assessments are data based and measure 
students' skills across environments (to include 
academics, behavior, and social skills).
1 2 3 4 5 1 2 3 4
8. Assessment is an on-going process tied to 
academic, behavioral, and social needs as they 
relate to instruction and the curriculum.
I 2 3 4 5 1 2 3 4
9. Assessment materials and procedures are 
adapted for individual needs as appropriate.
1 2 3 4 5 1 2 3 4
10. A system is in place to include students in 
local and state assessments.
1 2 3 4 5 I 2 3 4
11. A system is in place to provide alternative 
grades to students who use a modified curriculum.
1 2 3 4 5 1 2 3 4
Additional Comments:
MIL OUTCOME
I. Indicate the degree to which you believe your 1 2 3 4 5 6
BEH students have been successful in regular Almost Always Frequently Sometimes Sporadically Rarely N/A
education placements.
Please explain why or why not you believe BEH students have been successful in regular education classrooms.
Thank you lo r  your participation!





Dear Special Education Teacher
My name is Leigh Butler and I was recently given permission by Dr. Karen Banks, 
Assistant Superintendent, Evaluation and Research, Wake County Public School System 
to conduct research in your county. The title of the research is “Practices for Effectively 
Serving Students with Behavioral Emotional Handicaps (BEH) in the Least Restrictive
Environment”.
You have been identified as a  special education teacher who works in a  school which 
provides services to BEH students. I am asking your assistance in gathering information 
regarding practices utilized in providing educational services to BEH students in the least 
restrictive environment. The information in this survey will provide the Wake County 
Public School System with current practices being for serving BEH students and training 
needs to improve these services. Results will be reported in the aggregate, not identifying 
individual participants, and will be provided to the Special Education Services 
Department. The goal is to provide the Wake County Public School System with 
information to enhance educational services for BEH students.
Thank you in advance for your support. I f  you have any questions or concerns, please 




pc: Jack Nance, Director of Special Education Services
Karen Summers, Program Specialist, Special Education Services
enclosure:
survey






My name is Leigh Butler and I was recently given permission by Dr. Karen Banks, 
Assistant Superintendent, Evaluation and Research, Wake County Public School System 
to conduct research in your county. The title o f the research is “Practices for Effectively 
Serving Students with Behavioral Emotional Handicaps (BEH) in the Least Restrictive
Environment”.
Enclosed you will find individual packets with a survey and research information for 
some o f your regular education teachers. As we have previously discussed, I  am asking 
that you randomly distribute the survey packets to .regular education teachers who teach 
in the content areas of reading/language arts/English, math, science, and social studies.i t
Thank you in advance for your support and assistance. If  you have any questions or 
concerns, please feel free to contact me at work (757) 495-0582, at home (757)485-4402, 
or by e-mail NCSUWUFPAC@aol.com.
Sincerely,
L eigh  L. B u tler .
pc: Jack Nance, Director o f  Special Education Services
Karen Summers, Program Specialist, Special Education Services
enclosure: 
survey packets





Dear Regular Education Teacher
My name is Leigh Butler and I was recently given permission by Dr. Karen Banks, 
Assistant Superintendent, Evaluation and Research, Wake County Public School System 
to conduct research in your county. The title o f the research is “Practices for Effectively 
Serving Students with Behavioral Emotional Handicaps (BEH) in the Least Restrictive
Environment”.
You have been identified as a.teacher who works in a  school which provides services to 
BEH students. I am asking your assistance in gathering information regarding practices 
utilized in providing educational services to BEH students in the least restrictive 
environment. The information in this survey will provide the Wake County Public 
School System with current practices being for serving BEH students and training needs 
to improve these services. Results will be reported in the aggregate, not identifying 
individual participants, and will be provided to the Special Education Services 
Department. The goal is to provide the Wake County Public School System with 
information to enhance educational services for BEH students.
Thank you in advance for your support. I f  you have any questions or concerns, please 




pc: Jack Nance, Director o f Special Education Services
Karen Summers, Program Specialist, Special Education Services
enclosure:
survey




Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.
211
Survey for Best Practices for the Inclusion o f Students Identified as Seriously Emotionally Disturbed
This survey is intended for teachers (general, special, related service providers). Current research has identified practices 
which are important to the success fill inclusion o f special needs students into the general education settings. This survey 
is specifically intended to gather information on the prevalence, methods and outcomes of inclusionary practices for 
students identified as seriously emotionally disturbed.
Directions:
1. Please fill out the section I, demographic information (even if your school does not have an inclusion program).
2. If your school has an inclusion program, but it does not include students identified as seriously emotionally disturbed,
compete section I and stop.
3. If your school has an inclusion program, which includes students identified as seriously emotionally disturbed, please
complete the entire survey.
4. If you are completing the entire survey, please consider each practice as it relates to your current program. Select the 
rating which most accurately reflects your observations and experiences.
PRACTICED




Also consider whether you believe more training is needed in your school to develop or improved these practices. If there 
is an practice which training is needed, please indicate the degree of training needed.
TRAINING NEEDED
Possible Choices:
1. High (immediate/intense need)
2. Secondary (obvious need- not as intense)
3. Low (area of concern - but not a priority)
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Survey o f Best Practices for Inclusion o f Students Identified as Seriously Emotionally Disturbed
Demographic Information o f Person Completing Survey 
I. Personal Information
1. Gender /
 (I) Male _ _ T  (2) Female
2. Race
t / Cl) White ____ (2) Black ____ (3) American Indian, Eskimo, or Aleut
 (4) Asian or Pacific Islander ____ (5) Other
3. Years Teaching Experience
(1)0-3  (4) 13-15
 (2) 4-7  (5) more than 15
 (3)8-12
4. Grade Level Currently Teaching
 (1) Pre-School ____ (3) Middle School (6-8)
v /  (2) Elementary (k-5) ____ (4) High School (9-12)
5. Area Currently Teaching
^  (1) Regular Education -- <QJV'CA.0S  ̂̂  ^
 (2) Special Education
 (3) Related Service ( please list type of related service provided)
6. Type of Teaching License ,  ^
 (1) Provisional (Course Work Necessary for fi]H endorsement) ^ (2) Collegiate Professional (Bachelor Degree>-^'^J~f
 (3) Post Graduate (Masters Degree or Ph-DVEd-D)  (4) Other ^
7. Area of Endorsement on Teaching License
^  (1) General Education (Le., Social Studies, English, P.E., etc.)
 (2) Special Education (please list specific endorsement area) ,
 (3) Both
 (4) Other
8. Size of School Currently Teaching /
 (1) 0-500 Students J  (2) 501 - 1000 Students _____(3) 1001 - 1500 Students  (4) >1500
9. Number of Students Identified ax Seriously Emotion iilfr Disturbed in yonr School
 (I) 0-15 _____(2)16-30  (3)31-45 (4) >46
10. Location Currently Teaching c \  I [X
City ‘ M  State_______________
11. Does your school have an INCLUSION PROGRAM?
J(l) Yes _____(2) No (IF NO - STO P HERE!)
12. Does your program included students identified a s  S erio u sly  Emotionally Dtot u ib t j ?
\ s  (I) Yes (continue with survey-Part IL1 _(2) No (IfNo-W hyNot? Please answer below and *top)
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II . P H IL O S O P H Y TvaUagNwd
Never High S en a te?  Leer
1. The School has a mission statement which 
clearly reflects the belief that all students are 
valued and can learn.
. 2
2. All students attend their neighborhood school 
with their same age peers.
« 3 0  2 3
f-"-.
3. All staff members actively assume 
responsibility for all students’ learning and 
behavioral outcomes.
1 ^  3
1 ^  3
Additional Comments:





Never High Secondary Law
1. Planning for the inclusion program' included 
all staff.
2. Program goals, guidelines, and procedures for 
inclusion were developed prior to 
implementation and are in writing.
M
3. Principal reflects mission statement and is 




C 24. Principal facilitates changes to organizational 
structure to provide common planning times for 
collaborating teachers. /A
T J5. Principal provides on-going staff development 
training as needed.
T T,6. Principal facilitates communication between 
all team members (including parents) to include 
creative ideas, concerns, - needs, conflict 
resolution, etc.___________ ________________
7. Principal provides additional staff support, 
technical assistance, physical plant 
modifications, etc., as n e e d e d . _______ ;
8. Principal actively involved with including 
parents as team members.___________ ________
9. Principal establishes “ back up” for the 
smooth continuation of services when key 
personnel are absent (teachers, assistants, related 
service providers, etc.).
'3
10. Principal is an active participant in team 
meetings.________________________________
11. Meetings are held at a time when all team 
members can attend._______________________
12. Meetings occur on a regularly scheduled
basis. ^  - — T̂.-.
3
13. Meetings occur on time. Cl
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Generaty S ianttnn  Never
214
Tnfed^M M  
U gh ^ trw toy U *
14. Clear procedures are established for record
keeping and follow-up._____________________
1
15. Funds previously used to support students in 
separate placements are funnel ed bade into 
inclusive environments to improved education in 
the general classroom setting.
'/2 ) T16. Discipline policy reflects logical, natural 
consequences with alternative discipline methods 
as opposed to punishment__________________
V
S T17. Class sizes are smaller in inclusive settings , 1
Additional Comments:
IV. INSTRUCTIONAL/CLASSROOM ISSUES Practiced Training Need
Generally Sometimes Never High Secondary Low
1. Co-teaching/collaborative strategies are 
utilized between special education, regular 
education, and related services providers.
W  . 2
1 2 V 3 J
2. The curriculum for special education students 
parallels the general education curriculum with 
accommodations and modifications made on an 
individual basis.
( J  > , 2
3. An expectation that students will leam is 
conveyed by all staff and is evident in the 
instructional programs.
2 3 2 ^
4. Effective teaching practices are utilized.




d. Instruction incorporates all modes of 
learning (visual, oral, hands-on, group, etc.)
©  2 3
®  s  s
/ T )  2 3
/ , \
1 2 i ' 3 1
1 ' 1 
1 2 \ 3
i 2 y  3 .
1 2
5. Related services are provided within the 
context of the regular education classroom.
U  \  2 - 3
2 < D
6. The academic curriculum includes teaching
the following on a daily basis:
a. Social Skills
b. Functional life skills
c. Anger Management
d. Conflict resolution/problem solving
(  1 1 * 2 3 
1 2 3
1 1  2 3
1 r*  2 3
1 2 / T \
1 2 3 
1 2 3 /
1 2 V V
7. Curriculum teaches and facilitates friendship 
through peer tutoring, peer support programs, etc.
U q j  2 3 1 2 13j
8. There is an established schedule for the 
classroom which is followed. S  2 3
1 2 W
9. The classroom has few, clearly stated and 
enforced rules.. '
2 ©




1. Describe the behavior management program in your school. Is it effective? Why or Why 
not? (What do individual teachers do to manage student behaviors?)
2. What actual changes have you seen in the knowledge, attitudes and behaviors o f ; 
students identified as ED, their teachers, their parents, and their peers since students 
identhied as-emotionally disturbed have been in regular education classrooms?
3. Do you think the students benefit from placement in regular education classrooms? Why
or why not?
4. Identify the barriers to successfully placing students identified as emotionally disturbed 
into regular education classrooms.
5. How would you. like to see the system for placement o f  students identified as 
emotionally disturbed into tegular education classrooms change?
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APPENDIX I
Survey Items Practiced Mean Score o f 1.0 to S.Q. Frequency, and Percent in Descending
Order
Survey Question Mean Score Frequency Percent
Philosophy -  Q1 1.23 208 95.4%
Parent/Caregivers and Community Issues — Q3 1.28 193 88.55%
Parent/Garegi vers and Community Issues — Q4 1.30 195 89.4%
Student-Issues -  Q1 1.32 199 91.2%
Studentissues—Q6 1.34 188 86.2%
Studenrlssues —Q3 1.34 196 89.9%
Studentissues -Q 5 1.50 186 85.3%
Instructional/Classroom Issues —-Q9 1.53 191 87.6%
Parent/Caregivers and Community Issues -  Q2 1.54 190 87.1%
Evaluation/ Assessment — Q10 1.55 T79 82.1%
Parent/Caregivers and Community Issues — Q8 1.55 195 89.4%
Parent/Caregivers and Conimunity Issues -  Q5 1.57 190 87.1%
Instructional/Classroom Issues -  Q8 1.58 194 88.9%
Student Issues -  Q4 1.65 187 85.7%
-Evaluation/Assessment — Q8 1.66 187 85.7%
Evaluation/Assessment — Q1 1.66 192 88.0%
Instructional/Classroom Issues — Q4c 1.67 176 80.7%
Pareat/Caregivefs-and CommmHtyJssues— Q7 L67 183 83.9%
-StudenHssues —Q2 1.69 193 88.5%
Instructional/C lassroom Issues — Q4b 1.69 176 80.7%
Evaluation/Assessment—Q3 1.70 184 84.4%
Instructional/Classroom Issues --Q 4a 1.70 196 89.9%
Evaluation/Assessment —Q9 1.71 185 84.8% .
Evaluation/Assessment — Q7 1.74 185 84.8%
Parent/Caregiver and Community Issues -Q 1 0 1.75 190 87.1%
Evaluation/Assessment — 0 2 1777 190 87.1%
Administration -  Q14 1.77 185 84.8%
Evaluation/Assessment — Q5 1.85 183 83.9%
Philosophy- Q3 1.85 207 94.9%
Evaluation/Assessment — Q4 1.86 186 85.3%
Evaluation/Assessment — Q6 1.87 • . 183 83.9%
Instructional/Classroom-Issues -  Q12 1.88 184 84.4%
Parent/Caregivers and-Conununity Issues — Q6 L88 181 83.0%
Instructional/C-iassroom-Issues— Q2 1.-92 191 87.6%
-Parent/Gafegivers andGommtmity is su e s-Q 9 c Hh93 185 84.8%
Parent/Caregivers and-Cummunity Issues -^Ql E94 1:75 80.2%
Parent/Caregivers a Community Issues -~Q9a 1:98 186 85.3%
Instructional/Classroom'Issues - rQ3 '2.01 198 90.8%
InstJucuaaaECiassroom'issaes 2.03 ISO : 82.5%
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Administration — Q4 2.04 192 88.0%
Instructional/Classroom Issues — Q10 2.05 185 84.8%
Administration — Q12 2.09 190 87.1%
Evaluation/Assessment — Q11 2.17 176 80.7%
Administration — Q2 2.18 186 85.3%
Administration -  0 9 222 188 86.2%
Parent/Caregivers and Community Issues -Q9B 2.29 167 76.6%
Administration -  Q13 2.34 185 84.8%
Administration -  Q15 2.35 182 83.4%
Parent/Caregivers and Community Issues -Q9E 2.38 T76 80.7%
Administration -  Q 17 2.38 185 84.8%
Instructional/Classroom Issues -  Q6A 2.40 161 73.8%
Philosophy -  Q2 2.48 206 94.4%
Parent/Caregivers and Community Issues -  9D 2.51 178 81.6%
g I O 00 2.53 193 88.5
Instructional/Classroom Issues -  Q6B 2.57 161 73.8%
Instructional/Classroom Issues — Q5 2.57 188 86.2%
Instructional/Classroom Issues — Q7 2.57 190 87.1%
Instructional/Classroom Issues — Q6D 2.58 160 . 73.3%
Instructionai/CIassroom Issues —<36C 2.59 160 73.3%
Administration - O H 2.60 189 86.6%
Administration - 0 7 2.65 194 88.9%
Instructional/Classroom Issues — Q 1 2.66 200 91.7%
Administration —0 10 2.73 190 87.1%
Administration - 0 3 2.87 185 84.8%
Administration - Q 1 3.16 198 90.8%
Administration -  016 3.45 116 53.2%
Administration -  06 3.53 182 83.4%
Administration -  Q5 3.60 192 88.0% »
Administration -  Q 18 4.15 191 87.6%
Survey Training Items Identified as Having a High or Medium Need Mean Score
Between 1 0  to  4 .0  Frequency, and PerceH t- iir-Derending Order
Survey Question Mean Score Frequency Percent
Administration - 0 6 1.74 123 ; 56.4%
Administration -  01 2.00 132 60.5%
Administration —0 1 8 2.02 r r t 50.9%
Administration - 0 5 -2.05 720 55.0%
Instructiorial/Ctassroom Issues —0 6 c 2.14 105 48.1%
Instructional/Classroom Issues — 0 6 d 2.18 104 47.7%
Instructional/Classroom Issues — Q1 2.20 120 55.0%
Administration —0 2 2.25 T16 f 53.2%
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Instructional/Classroom Issues -  Q6a 2.26 104 47.7%
Administration -  Q3 2.29 109 50.0%
Administration -  Q16 2.36 72 33.0%
Administration -  Q7 2.41 144 . 52.2%
Iratractienai/GIassroom Issues — Q6b 2.42 100 . 45.87%
Administration — QI7 2.47 110 50.4%i
> l O o
l !
2.47 112 51.3%
Instructional/Classroom Issues — Q7 2.50 100 45.8%
Instructional/Classroom Issues — Q 11 2.51 101 46.3%
Administration -  Q4 2.57 112 51.3%
Instructional/Classroom Issues -  Q2 2.58 115 52.7%
Instructional/Classroom Issues — Q3 2.58 114 52.2%
Philosophy — Q3- 2.63 116 53.2%
Administration -  Q8 2.64 114 52.2%
Instructional/Classroom Issues — QIO 2.68 102 46.7%
Parent/Caregiver and Community Issues-Q9C • 2.72 92 42.2%
Evaluation/ Assessment — 01.1 2.73 92 42.2%
Pareat/C-aregiver and Community Issues—Q9B 2.74 89 40.8%
Pafent/Caregiverand Community Issues-Q9E 2.75 92 42.2%
Parent/Caregiver and Community Issues-Q6 2.76 98 44.9%
Parent/Caregiver and-Community Issues Q9A 2.78 -92 42.2%
InstructionaPIssues — Q12 2.78 98 44.9%
■Evaluation/Assessment — Q4 2.79 96 44.0%
Instructional Issues -"Q5 2:81 105 48.1%
Administration -  Q9 2.83 107 49.0%
Parent/Caregiver and Community lssues-Q 9D 2.86 90 41.2%
Evaluation/ Assessment — Q1 2.86 99 45.4%
Evaluation/Assessment — 0 2 2.88 97 44.4%
Evaluation/Assessment — Q5 2.89 92 42.2% '
Administration -  Q11 2.89 104 47.7%
Evaluation/Assessment -  0 3 2.89 95 43.5%
Instructional/Classroom Issues -  Q4A 2.91 109 50.0%
Evaluation/Assessment— QG 2.93 92 42.2%
Evaluation/Assessment — 0 7 2.94 92 42.2%
Parent/Caregiver and Community Issues-QlO 2.94 93 42.6%
Philosophy — QI 2.95 121 55.5%
Pafent/Caregiver and Community Issues—Q I 2.95 ' 92 42.2%
Evaluation -  Q9 “2:96 92 42.2%
Instructional/Classroom Issues — 4B 2.97 102 46.7%
Instructional/Classroom Issues — 4C 2.98 102 46.7%
Parent/Caregiver and Community Tssues-Q5 2.99 99 45.4%
Evaluation/Assessment -Q 8 3.02 94 43.1%
Parent/Caregiver and Community Issues-Q8 3.03 98 44.9%
Administration -  Q15 3.04 101 46.3%
Administration -  Q12 3.07 104 47.7%
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Parent/Caregiver and Community Issues-07 3.09 96 44.0%
Philosophy — Q2 3.10 100 45.8%
Parent/Caregiver and Community Issues-Q2 3.10 96 44.0%
Evaluation/Assessment —Q10 3.11 -89 40.8%
Administration —0 1 3 3.14 103 47.2%
Instructional/C lassroom issues — Q9 3.17 96 44.0%
Instructional/Classroom Issues -  Q8 3.19 -99 45.4%
Parent7Caregiver and Community Issues-Q3 3.23 -99 45.4%
Student Issues -Q 4 3.27 92 42.2%
Administration -  Q14 3.28 101 46.3%
Student Issues -  Q5 3.33 91 41.7%
Parent/Caregiver and Community Issues-Q4 3.34 97 44.4%
Student Issues — Q2 3.34 95 43.5%
Student Issues-Q 6 3.35 95 43.5%
Student Issues -  03 3.38 97 44.0%
Student Issues -  Q1 . 3.50 98 44.9%
« i
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Leigh L. Butler was bom in Ft. Bragg, North Carolina, January 27, 1963. She 
spent most o f  her school years in Miami, Florida. She attended Miami-Dade Community 
College, graduating in 1982 with an Associate o f  Arts Degree in Criminal Justice 
Administration. She received her Bachelor o f  Arts Degree in Political Science and 
Criminal Justice Administration in 1984 from North Carolina State University and her 
Masters o f Education in Special Education from the University of North Carolina, Chapel 
Hill, in 1990.
During her ten-year career in education, Mrs. Butler has taught at the sixth 
through twelve grade levels, and has been an educational diagnostician evaluating special 
education and regular education students at the elementary, middle, and high school 
levels. Additionally, she was an educational coordinator at a residential center for 
students with behavior problems and who were sexual offenders. Currently, Mrs. Butler 
is a special education coordinator for a regional public day school for students with 
emotional disturbances in Virginia Beach, Virginia. She is also an adjunct faculty 
member at Old Dominion University for the Early Childhood, Speech- Language, and 
Special Education Department.
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